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Preface 


WHEN AUTHORS revise a book, they have to decide whether the first 
effort was essentially correct. If they decide it was not, they start the sec- 
ond edition from the beginning. The reader will find in this second 
edition very little in the way of fundamental change. The basic idea of 
reflective study of cultural problems has been retained. 

An attempt has been made to simplify and concretize the approach 
originally presented. Readers of the first edition sometimes complained 
about its difficulty for the beginning student. It was also felt that in- 
sufficient attention had been given to how-to-do-it aspects. We have 
tried to cope with these deficiencies, but are quick to admit that the 
book is still difficult enough to challenge the teaching ability of any | 1p 
structor of methods. iN] 

The prologue, with which this edition begins, is intended to give ny 
reader a graphic, dramatic, and impressionistic view of the kind of 
teaching our basic theory requires. We hope that this device will give 
the reader an “easier” introduction to our basic concept of teaching. 

This is followed by two chapters on purposes of social studies education 
and the nature of learning, and then by five chapters in instructional the- 
ory. We now believe that methods of instruction cannot be deduced from 
learning theory alone, although a sound method of teaching c: cannot ig- 
nore what is known about learning. A knowledge of t of the nature of sub- 
ject matter and the logical aspects of te: teaching are also” necessary for 
development of a theory of instruction. In chapters 4, 5, and 6, we clarify 
our understanding of the nature of subject matter as we distinguish 
among three kinds of content—concepts, generalizations, and values. It 
is also our view that each kind of content calls for a somewhat differ- 
ent logical treatment. In the chapter on concepts, for example, we try 
to make it clear that the logical treatment of concepts must take into 
account the nature of concepts. We do the same in the chapters on 
generalizations and values. What is the nature of a generalization? Of a 
value? What_is the proper logical treatment of each? In_all three chapters 
We present many, many examples in the hope that this will solve certain 
how-to-do-it problems. 

The section on basic theory concludes with a chapter on the teaching 
of history, which tries to make clear a certain conception of the nature 
of history, and the necessity within that conception to adapt one’s logic 
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to the peculiarities of concepts, generalizations, and values. The first 
edition was criticized for its scattered treatment of the teaching of his- 
tory. We have placed all that we have to say about history in one chap- 
ter—Chapter 7 

The section on a basic theory of method is followed by four chapters 
on technical problems. These chapters are essentially the same as ones 
in the first edition. A _teading” and study of these chapters is important 
to instructors who want to emphasize solutions to how-to-do-it problems. 

Finally, we have updated the chapters on problematic areas of the 
culture. These were called the closed areas in the first edition. We have 
retained the idea of closed areas but we use the broader and less for- 
bidding label, problematic areas, because we recognize that an area can 
be problematic without being closed. We do not, however, wish to 
“play down” the importance of getting closed minds to reflect. This 
section on problem areas includes a new area, Power and the Law, which 
was not treated at all in the first edition. 

In order to make space for the chapters on concepts, generalizations, 
values, and history we had to drop from this edition treatment of ma- 
terials of instruction, academic freedom, and the teaching of subjects 
other than history. We regret the necessity to do this, but the book 
already threatens to reach encyclopedic proportions. 


M.P.H. 
L.E.M. 
October, 1967 
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PROLOGUE 


A Classroom in Action 


Ba PROLOGUE is intended to involve readers in a strategy for selecting 
and communicating content in high-school social studies. We have 
designed it to raise questions about what good teaching is and to serve 
as a prelude to the more theoretical material to follow. The prologue is 
a fictionalized account of what might happen in a world-history class. 
It is presented in dialogue and portrays a situation in which discussion 
is the primary classroom tool of the teacher. The topic (or unit) is revo- 
lution in its most general sense; the teacher uses a chapter in the textbook 
which treats the American and French revolutions of 1776 and 1789 as a 
“springboard” for getting into the subject. 

The following account is idealized in the sense that it makes certain as- 
sumptions and contains omissions that reduce its “real life” qualities. We 
have done this so the material will make its point with a minimum of 
words. The assumptions and omissions are as follows: 

1. It is assumed that the teacher is more effective than the average 
social-studies teacher, particularly a teacher of history. It is not neces- 
sarily assumed that the students are better than average. We presume that 
a typical class of high-school students contains at least a half-dozen stu- 
dents who are not merely competent but who enter into class discussion 
regularly; we presume, also, that in any class the number of active par- 
ticipants will increase as interest builds. We do not at any time indicate 
specifically how many different students are participating. 

2. Although we have depicted a teacher who is probably doing a better 
job than one usually sees in high-school history, it should not be taken 
that the teacher is so talented that any prospective or in-service teacher 
who reads this book could not emulate him (her, if you prefer). What he 
is trying to do will become more understandable to readers as they pro- 
ceed through the book. 

3. The school, like most, does not have a library adequate for study of 
revolution in its broadest ramifications, there is a public library nearby, as 
well as a state college library—both of which are accessible to students. 
The school, like most, is administered under the assumption that there is a 
given amount and type of subject matter to be covered in each course 
each year. In the academic courses, this subject matter usually is defined 
by a syllabus or textbook. 

4. Omitted from the example of teaching which follows is any refer- 
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ence to the usual distractions which tend to interrupt classes. Likewise 
omitted are facetious, irrelevant, and labored contributions to discussion; 
also deleted are lengthy detailed explanations such as would be necessary 
to treat the topic at the level on which it is here treated. In real life, a 
great many more words would be expended to get the job done. What 
follows, therefore, is much more compact and direct than a teacher could 
expect to achieve in a real class. The object of the example only is to 
show what can be done and how. 

The teacher is designated by “I”’; students by “S,” except in some in- 
stances where it reads better to use a fictitious first name. 


DAY 12 


T: We are now ready to begin study of the chapter in our textbook entitled, 
“Two Revolutions That Threatened the Old Order,” which was your assigned 
reading for today and tomorrow. But since in this course we have not yet con- 
sidered seriously the meaning of revolution, I propose that we treat the subject 
more broadly than does this textbook chapter. This means we may want to re- 
read some material which has come before and some which comes later, as well 
as dip into other kinds of resource material. Class, what purpose do you think 
will be served by studying the subject of revolutions? 

S: We should understand revolutions better. 

T: What do you mean by understand? 

S: I mean what we have meant all year by the term. To understand a state- 
ment means to see its relatedness to other statements—like facts to theories and 
theories to facts—and also to have an idea as to the use to which the statement 
can be put outside of school. 

S: Yes, but to carry it further—to understand a concept like revolution 
means to be able to identify specific cases that have occurred and to describe 
the characteristics of a specific case so that if you encounter a new instance you 
will know how to classify it. If you know that a new happening is a revolution, 
you should be able to predict—or forecast—the results of behaving toward it in 
a given way. 

S: Would it be simpler and equally correct to say that if we understand the 
meaning of revolution we know when one is occurring and what to do about 
it? 

T: I think that at least some class members have the point well enough. To 
get down to business, then, what does the word revolution mean? 

S: I looked in the textbook index under “revolution,” and couldn’t find any 
place where the authors give a general definition. 

S: I did the same, and all I could find were references to certain revolutions, 
such as the American, French, and Russian. 

S (with book open to index): The book refers to revolutions in different 
countries. But it also refers to “industrial revolution.” 
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S: I would think the best way to define revolutions is to say they are what 
Communists start. 

S: Do you think people like Thomas Jefferson, John Adams, Patrick Henry, 
and Thomas Paine were Communists? 

S: America was an exception. 

T: In more recent times, there may be a connection between Communist 
movements and certain kinds of revolutions. Let’s save that question until later. 
What I’m interested in now is classifying revolutions as to general type. 

S: What, then, about what the book calls the industrial revolution? Maybe 
there is a two-way classification: political and industrial. 

T: I think it is time for us to use our imaginations—to play some hunches. 
Maybe there are several kinds of revolutions which are political only in their 
side effects—revolutions which have the general pattern of the industrial revo- 
lution. What might be some examples? 

S: I don’t think I understand the industrial revolution yet. 

(The teacher gives the class a concise definition of the industrial revolu- 
tion. ) 

S: That is simple enough, but I’m still not sure what you are trying to get 
at. 

T: Suppose I said that one very general meaning of the word “revolution” is 
a drastic change—a turning over of the established pattern. We have named 
two—political and industrial. What might be other examples? 

S: Then anything would be a revolution if it more-or-less turns things up- 
side down? I would think you could say there has been a scientific revolution. 

S: Related to this would be a revolution in medicine. 

S: I think there has been a revolution in the way people behave. 
My grandmother would have fainted if she had seen a bikini or a miniskirt. 

S: Along this same line there has been a major change in how people talk. It 
seems that nowadays no subject is thought bad or shameful to discuss. Even 
preachers talk about sex in their sermons. 

T: Do you think there has been a revolution in the way our schools are 
run? 

S: I haven’t lived that long. But to hear dad talk about it there has been a lot 
of change—mostly for the worse. 

S: I just thought of one—the way men and women behave toward each 
other. My dad once always gave a woman his seat if a bus was crowded. And 
he would take off his hat in elevators. He doesn’t any more. Women now act 
more like men and men more like women. 

T: I think we have made the point. These gradual, spread-out revolutions— 
which affect our social life, or science or industry—do they cause fighting? I 
mean real bloody fighting—armed warfare? 

S: Not usually or for every long. Mainly there is a lot of talk by the old folk 
about the world going to the dogs. 

T: It appears that several of you at least have some good ideas. I think that 
perhaps our greatest need now is for more information. It may be that an un- 
abridged dictionary would point the way a little. After that, perhaps the ency- 
clopaedias. Don’t forget the Encyclopaedia of the Social Sciences—there’s a set 
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in the college library. Most of the books on the subject are pretty hard for 
students at your grade level. Probably the easiest is Crane Brinton’s Anatomy 
of Revolution—which is about the general characteristics of revolutions of the 
kind described in our textbook chapter—those which have a strong political 
element. This is in paperback and available in all the libraries. Another good 
book, but much harder, is George Pettee’s The Process of Revolution. There is 
at least one copy of this in the college library and possibly one in the public 
library. Also, you can always see what you can dig out of the periodical litera- 
ture. 

We have out in the open the idea that the term “revolution” has more than 
one meaning. But I don’t want you to stop there. I want you to be able to class- 
ify the American and French revolutions beyond just their political implica- 
tions. And even more, learn something about their form or pattern—something 
which might apply to other revolutions in other times and places. 


DAY 2 


T: What have you come up with, class? 

S: I looked in Webster’s unabridged dictionary for meanings of “revolu- 
tion.” The first meaning given is a surprise. 

S: It is the encircling of one body by another—one complete encirclement— 
like when we say that in 365 days the earth makes one revolution around the 
sun. 

S: That doesn’t help much. 

S: The most useful thing I could get from the dictionary was “a funda- 
mental change in political organization or in a government or constitution.” 

S: I looked into the encyclopaedias that are in the school library. Britannica 
doesn’t have an article on revolution. I had better luck with Americana. It has a 
short article in which the writer seems to make a distinction between real or 
genuine revolutions and social changes which actually are not revolutions. He 
defines revolution like this: “. ..a term used to designate a fundamental 
change in the government or the political constitution of a country, mainly 
brought about by internal causes and effected by violence and force of arms on 
the part of a considerable number of individuals. . . .” The article went on to 
say that a revolution should not be confused with a coup—whatever that is—or 
an insurrection, mutiny, rebellion, or revolt. The article made the point that a 
revolution causes the ruling power of a country to pass from one economic 
class to another. I don’t understand all of this, but it seems to me we can get 
more help out of this definition than anything in our text or the dictionary. 

T: To save time, I will give you an idea of what some of those words mean. 
Coup is a French word which literally means a blow or stroke. All of the 
words above are related, in that they refer in some way or other to a sharp, 
sudden, action of some sort. 

S: I looked into the book by Brinton. I also found a copy of the book by 
Pettee at the public library—it’s too hard for me. I did try to wade through its 
preface and first chapter. I think both authors are writing about revolutions 
like the American and French. I got the idea of a distinction we haven’t men- 
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tioned. It’s the distinction between a major revolution which turns a country 
upside down in only a few years and other kinds of revolutions which work 
much more slowly and peacefully. 

T: Very good. Yesterday, we named several of the last kind. 

S: Maybe the words “violent” and “peaceful” would be good to distinguish 
one general kind of revolution from another. 

S: Could we say that if a change in something is slow enough it is likely to 
be peaceful but if it is rushed it may become violent? 

T: And either kind of change could be labeled a revolution? Do all of the 
political revolutions you have heard of include violence? 

S: I haven’t read ahead in the book, but I think I can remember from other 
reading—or maybe from a TV program—that the Russian Revolution was a 
pretty messy affair. Wasn’t there a kind of war within the country, with ex- 
tremists squared off against moderates? I can’t remember much about it. 

T: I suspect we get a little off the track if we dwell too much on violence. It 
is a common feature of major revolutions which occur in a hurry, but prob- 
ably it is no more important than a number of other features of such revolu- 
tions. What might be some other features of major revolutions which set them 
off from the long-range, evolutionary changes we have mentioned? 

S: Most people were unhappy. Especially in France. 

S: Yes, there is something in the book about the peasants being hungry. 

S: In each of these revolutions a completely different group ended up with 
the political power. In America it was the colonists and in France Napoleon 
and his supporters. 

S: I think a main point to remember is that both of these revolutions were 
political. They caused a change not only in who governed but in the form of 
government. 

S: That ties in with the statement quoted earlier this period from the 
Americana article. I forget just now how it went, but it included a change in 
political power. 

T: Eleanor, could you re-read the quote? 

Eveanor: It says that revolution is a “... term to designate change in 
the government or the political constitution of a country ...” and goes 
on to mention internal causes and the use of force by a considerable num- 
ber of people. 

T: Tomorrow let’s consider this matter of internal causes, numbers of per- 
sons involved, and who it is that become revolutionaries. I wonder if it would 
be well at this point if we organized ourselves better for study. I want to make 
sure certain reading gets done. I have here several textbooks which are de- 
signed for college level but they aren’t so very hard. Who will take these and 
see what he can dig up on revolutions which have happened? . . . . Oh, fine, 
then Fred, Andy, June, and Sharon—take these. Now I definitely want someone 
to go to the college library and read the article on revolution which is in the 
Encyclopaedia of the Social Sciences. The article is entitled “Revolution and 
Counter-Revolution.” Okay, Eleanor—this article is heavier and longer than the 
Americana article, but I think you can get something out of it. 
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S: I would like to look further in the book you mentioned by Pettee. My 
father owns a copy. 

S: It must be great to have a father who is a political science prof. at State— 
especially when we are studying a topic like this. 

T: Maybe it’s lucky for all of us. Go to it, Jackie. If you get hung up, why 
don’t you see if your father can bail you out? What I want you to do particu- 
larly is see what the author considers to be the prior conditions and steps that 
have characterized, and are an essential part of, all major political revolutions. I 
think we could stand a fairly careful report on Brinton’s book. Any takers? 
No? Well, how about you, Paul and Barbara? I think you are up to it. You 
can work together as a team. 

(By now the teacher has exhausted his resources—he has given assignments 
to all the good readers in the class. The others all read at or below their grade 
level and can handle only relatively popularized treatments. ) 

T: Will the rest of the class see what material they can find in our own text 
about revolutions other than those of America and France? Some of you may 
be willing to go to our school library and look in the Readers’ Guide to Peri- 
odical Literature for references. 


DAY 3 


T: Let’s take up where we left off yesterday. Remember we are discussing 
revolutions which are basically political, which involve a whole nation rather 
completely, which are somewhat sudden, and which in many cases are accom- 
panied by violence—what Professor Pettee calls in his book, “major revolu- 
tions.” What I want to get out into the open is what various historians of revo- 
lution think are common background conditions of revolution and common 
steps which occur during revolution—the process of revolution, you might say. 
Or, if I may use a fancy but better term, the morphology of revolution. Now 
—what does anyone have that is new? 

S: It has been mentioned before, but the common people are starving. We 
ought to emphasize that. 

S: I don’t know about that. Where has anyone shown that the American 
colonists were starving? 

S: Well, maybe not the Americans. But the French peasants were. 

S: I have managed to struggle through quite a bit of Brinton’s book. He 
gives the impression that the important fact about the period before a revolu- 
tion is widespread discontent. People don’t have to be starving or even hungry 
to feel discontented. Students were discontented last fall because the football 
team did poorly, but I noticed even the most disgusted of them didn’t miss any 
meals. 

S: Maybe people are discontented when they think the situation could be 
better than it is at the time. To someone else, they may not appear to have 
much to be discontented about. But they are unhappy because they think 
things could be improved but nothing is improving. 

S: This ties in with revolutionary situations. In both America and France, 
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the revolutionary leaders were mainly middle or upper-middle class. Some of 
them were pretty upper class—like Washington, Jefferson, and Lafayette. 

T: Are there any cases where the revolutionary leaders are getting better off 
all the time but still want to start a revolution? 

S: Yes, that was surely the case in the American colonies. 

S: We seem to have it established that there is widespread discontent, even 
though that does not necessarily mean people are suffering. I would like to add 
another point: people have lost confidence in their government. They think it 
won't do what needs to be done if continuing progress is to be made. 

S: Besides losing confidence, there is another group in existence which the 
people think can do a better job of leading—the revolutionary leaders. 

S: Then most of the people want a change of government—from the old 
group of leaders who aren’t leading very well, to a new group. 

T: How does this new group of political leaders capture the following of 
the people? Is it because they are of better character? 

S: No, they have a plan—a lot of promises. 

S: They promise some kind of paradise on earth, if people will only turn 
from the old leaders and follow them. 

T: What do Brinton and Pettee call this imaginary paradise? 

S: It is called the revolutionary myth. 

S: I got the impression that without a myth the middle-class revolutionary 
leaders would have an awfully hard time persuading the poor people to fight 
for the new government. 

T: What is the nature of a revolutionary myth? 

S: Well, it presents a picture of an ideal government and economic system. 

S: A whole way of life—it is worded so it sounds as if everyone will be bet- 
ter off. The myth is very high sounding. It plays down the fact that people 
may have to make a lot of sacrifices. 

T: Would you say the Declaration of Independence was a pretty persuasive 
revolutionary myth? 

S: It must have been. It surely stirred up the colonists. 

T: To get back to the theme of discussion, we have a state of discontent, a 
new political group demanding control of the government, and a myth with 
which this new group arouses the masses of people. What follows? 

S: The old government has to show real incompetence—the old government 
pretty much has to break down. The army—or part of it—may desert to the 
side of the revolutionary group. Everyone loses confidence. 

S: The old government also is not in touch with the people. Communication 
breaks down. 

T: When will the revolutionary leaders feel in a position to try to take 
power? How far do things have to go? 

S: When they think almost everyone is behind them—when enough of the 
regular army or militia are behind them so they can form a military force. 

S: I should think that sometimes they might form their own military force. 
But they would have to be pretty sure the regular army wasn’t very eager to 
fight the new revolutionary forces. 
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S: I think at the same time, or maybe as a necessary earlier condition, the old 
ruling group will have lost its morale. Some of the key people in government 
may even have fled. I doubt if the old government is functioning very well—if 
at all. 

T: What is it like when the revolutionary group seizes control—that is, what 
happens? 

S: They try to grab control of what they need the worst in order to estab- 
lish themselves. 

T: What do they need the worst? 

S: Control of an army—this is essential for success. 

T: What else would the revolutionary leaders need to control? 

S: I should think the communications system: TV, radio, the press, the tele- 
phone system, etc. 

T: What happens with respect to government? 

S: The old political leaders are kicked out of office, and revolutionary 
leaders take their place. 

S: The revolutionary leaders execute the old political leaders. 

S: I don’t think always. I haven’t read anywhere that anyone was executed in 
the American Revolution. 

T: ‘Time doesn’t permit us to pursue this point right now. In any case, it is 
time for an assignment. An easy one first: There is a TV documentary sched- 
uled for tonight. It is entitled, “Cuba—the Forgotten Revolution.” I assume 
from the previews that it is a rundown on what has happened in Cuba in recent 
years. Station KHIST at 9—this is for all of you. 

Now—I would like to assemble a special team of students to put on paper a 
progress report of findings up to now plus what we haven’t got to yet. What I 
would like is a compilation of material which properly could be entitled, “The 
Conditions and Steps of a Major Revolution.” What do you think I want 
treated? 

S: When you say conditions—I should think that would mean the kind of 
situation which has to exist before a revolution is possible. 

T: What do you think I meant by steps? 

S: A treatment of the developments, in the order in which they appear. That 
is, what happens first, what second, and so on. 

T: Good enough. I want a few pages prepared on these subjects. I wonder 
how we could best organize to do it? 

S: I don’t know enough about the subject—don’t include me. 

T: I think we can find something for everyone to do—but obviously not 
everyone can be included on a team to prepare this material. It’s pretty hard 
for a committee to paint a picture, and too many coauthors get in each other’s 
way. 

S: I nominate Jackie—she’s an eager beaver. 

S: What about Eleanor? 

S: And Paul and Barbara. 

T: If the four who have been suggested are willing, then they have the 
job. 
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Jackie: We will need to have some ideas on format. 

T: Why don’t you consult with each other and also get the opinions of 
other class members? I want this to be “hand-out” material. When you get the 
material drafted—let’s see—you are a good typist, Joan. Would you like to put 
the stuff on ditto masters? And maybe Howard and Fred would like to run 
them off on the school ditto machine. Let’s try to have this ready to hand out 
by day after tomorrow. 


DAY 4 


T: Eleanor, I know you are involved as a member of the writing team. But I 
suspect you have some notes concerning the article which I asked you to read 
in Encyclopaedia of the Social Sciences. Will you brief the class on what you 
found out? 

ELeanor: That was not an easy assignment. I couldn’t understand a lot of it. 
I do think this article adds something to our definition of revolution—insofar as 
I can make sense of it. It breaks what we have called major political revolutions 
down into two types. 

T: What are they? 

ExLeanor: Bourgeois revolutions and proletarian revolutions. A bourgeois re- 
volution is a political revolution which places in power a group which wants to 
establish a capitalist state—free enterprise I suppose you might call it. 

T: And a proletarian revolution? 

Exveanor: That is when there is already a capitalist state which isn’t working 
very well—it usually has a government which is dictatorial and a landholding 
system which is very feudalistic—and the workers and peasants revolt and es- 
tablish their own government. The article refers to the French Revolution as 
bourgeois and the Russian as proletarian. 

I don’t know for sure what all this means but it sounds potent; Pll quote: A 
revolution occurs in a “. . . society torn by an internal antagonism between a 
smaller upper class which by virtue of its proprietary claims to certain sources 
of income receives a considerable portion of the social product and a large 
lower class which performs all the manual, routine labor and subsists in relative 
poverty.” 

S: What are proprietary claims? 

T: The claims a person has on income because he owns or controls prop- 
erty—if I rent my house, you could say I have a proprietary claim to the rent. 

S: Then all that statement means is that the upper class has enough property 
so it receives most of the income—and everyone else is poor. 

FEieanor: Yes, the author seems to make a big point about how the masses 
are suffering and the rich live in idle luxury. 

S: I don’t think this checks out with what we have already said. I thought 
we agreed that the real leaders of a revolution were usually middle-class 
people. 

Ereanor: If we are referring to what this author calls bourgeois revolutions, 
then I don’t see that there is any argument. 
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S: Then you would have to describe a Communist revolution differently—it 
occurs when most people are poverty stricken and it is lead by workers and 
peasants. Or is it? 

ELeanor: The article has an answer for this. 

T: I think the class should try to straighten itself out on this point. Just what 
role, if any, does the middle class play in a Communist revolution? Let’s see 
what our writing team ends up saying about this. Eleanor, what else did you 
find in this article which might be of interest? 

Eieanor: The article ’ve just been reporting will help our writing team in 
analyzing the part played by the middle class. But to get onto something new, 
there is some stuff which is right up our alley. There is a topic on conditions 
before the outbreak of revolution. A number of points are given—many of 
which we have already mentioned. This list of conditions seems to apply 
equally to a bourgeois or proletarian revolution. 

T: Anything else? 

S: There seems to be quite a bit on counterrevolutionary movements. 

S: What is a counterrevolution? 

S: It is a political and often military move made either to prevent the revolu- 
tion from occurring or to unseat the new revolutionary rulers. It may occur 
before, during, or after a revolution. 

T: What would be an example of a counterrevolution? 

S: I was reading in one of the college textbooks that you handed out. It 
treats the American and French revolutions a lot more thoroughly than our 
textbook—and a number of revolutions not mentioned in our book. I got inter- 
ested in what happened for several years after the American revolution and 
read some in a United States history text I found in the library. It seems to me 
that some of Alexander Hamilton’s ideas were opposed to what most colonists 
thought they were fighting for. But the best example, I thought, was in the 
administration of John Adams. The attempt to suppress all criticism of govern- 
ment by the people. Some famous laws were passed which limited freedom. 

T: You probably refer to the Alien and Sedition Acts of 1798. We could 
carry this a lot farther. But what about counterrevolution in France? 

S: I found a book in the college bookstore on the French Revolution and 
other revolutions that were attempted in the first half of the 1800s. There is a 
pretty good chapter on the French Revolution. The writer says counterrevolu- 
tionary acts by the king and others high in the old government brought the 
revolution to a head. Until the king was executed, the monarchy kept opposing 
the developing revolution at every turn. 

S: I think I’ve got something useful here in my notes—I found a book in the 
library on the world since 1914. It has some good stuff on the Russian Revolu- 
tion. It tells for one thing how, in the early stages, a new government was set 
up—controlled by the Constitutional Democrats. Today, I guess you would call 
them moderates. 

T: Probably Alexander Kerensky’s short-lived government. 

S: I got an idea that this government was pretty popular for a time. But on 
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the other side were the Soviets who wanted to change everything—they were 
the extremists. They were well organized and gained the support of large sec- 
tions of the army. 

ie Then? 

S: Well, it seems that the most radical group was called Bolsheviks and a 
man named Lenin controlled them. They staged a coup and seized power. 
Soon they had control of the whole country. 

S: We were talking about counterrevolutions. Where did that come in? 

S: Counterrevolutionaries appeared all over the place. They included the 
nobles, clergymen, some army officers, the moderates with democratic ideas, 
and even some of the Allies in World War I—like the United States—who sent 
men, money, and guns to put down the Bolsheviks. 

S: I remember hearing about the “White Russians.” What did they have to 
do with this? 

S: This was the name given to organized counterrevolutionaries who tried to 
establish local or regional governments. They made a big blunder, though— 
they acted as if they wanted to bring back the old feudalistic system. Most 
peasants went over to the side of the Bolsheviks. A kind of civil war de- 
veloped. 

T: Were the Bolsheviks a nice group of people? 

S: They began a reign of terror. 

Eieanor: Of course. Revolutionaries always resort to terror when threat- 
ened by counterrevolutionaries. It was the same in the French Revolution—and 
others. After they feel secure, they may simmer down. 

T: There is one thing we haven’t got around to yet. Remember that TV 
program I assigned last night? 

S: I didn’t think it was very exciting. It was kind of a rehash of what we 
have been over in our current events discussions. 

S: It told how Castro at first fooled everyone by pretending to be a liberal 
democrat. He had the support of the middle class for a time—and even of the 
United States government. 

S: And then he became a Communist. And began cracking down—especially 
on the middle class. 

T: How did he crack down? 

S: He had a lot of people shot and imprisoned. Then finally he let them 
leave, and now most of them are in the United States. 

T: I wonder if we can tie Castro’s revolution to some of the others. Would 
you call it a bourgeois or a proletarian revolution? 

S: It developed into a proletarian revolution. At least, I got the impression 
that a lot of workers and peasants must have been behind it. 

T: Were there a lot of very impoverished people in Cuba before Castro 
gained power? 

S: The TV program didn’t make much of a point of this. It made things 
sound pretty good under the old government—the guy named Something. 

S: Batista—he was a dictator and a crook. 
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T: Was there a counterrevolution in Cuba? 
S: I guess you could call the Bay of Pigs invasion an unsuccessful attempt. 


DAY 5 


T: Our writing team came through. Here are several pages, dittoed and 
stapled, for each of you.t No one claims that there aren’t any mistakes in it. 
Everyone should be a critical judge. But don’t criticize unless you have some 
facts to go on. Jackie, Eleanor, Paul, and Barbara—and our typist Joan—put a 
lot of work into this. 

What I want you to do with this is study it carefully. Make marginal nota- 
tions of anything you disagree with. But keep in mind that this 1s to wse—not to 
hide away somewhere. Read it carefully for tomorrow—which is probably the 
last day we can give now to the study of revolution. Tomorrow I am going to 
ask you to apply these ideas to some situations we have not discussed yet— 
some current situations that you should be interested in. 

As for today, I’m going to let you study this, and, if you want, you can 
spend time checking up on its accuracy. Anyone who would like a library 
permit can have it. Some of you have books with you. 

S: You mean this is to be a study period? 

T: Yes, and I mean study. If you don’t read this carefully today, you may 
have a strong feeling of ignorance tomorrow. 


DAY 6 


T: Mike, you just turned eighteen, I think. Have you registered for the 
draft? 

S: Sure. What does this have to do with revolution? 

T: Maybe we can tie it in. Do you think you will be drafted? 

S: Ireckon so. I can’t qualify for college entrance. 

T: Do you want to be a member of the armed forces? 

S: I guess the food wouldn’t be any worse than at home. But I don’t exactly 
like the idea of coming home with an arm or leg missing. 

T: You know where you would likely end up in the army, don’t you? 

S: I don’t like much to think about it—but I guess it would be the infantry 
in Vietnam for me. 

T: If you do end up in the infantry, what do you think you would be fight- 
ing for? 

S: I don’t know. Just for the honor of the United States, I guess. 

S: I think Mike is mixed up. The world has to be saved from communism. 

S: Have you forgotten all we’ve been studying the past five days? Anyone 
who gets involved fighting in Asia on our side is a counterrevolutionary. Those 
countries are having proletarian revolutions. They have an unworkable com- 
bination of capitalism and feudalism. Besides that, Asiatics don’t like us for his- 
torical reasons. 


* This material is included in the Appendix, at the end of the chapter. 
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S: I'd like to see some discussion on a little more rational basis. I’d like to 
know more of the facts—instead of propaganda. 

T: I’m curious to know the extent to which you can identify what’s going 
on in various parts of the world—using our dittoed material as a guide. It con- 
tains a lot of useful concepts and generalizations relating to revolution. 

S: I think the main thing on everyone’s mind is Vietnam. But how does 
understanding the French Revolution and others help much in understanding 
Vietnam? 

Jackie: Maybe there is a major revolution going on there. If so, all or most 
of the conditions and steps that have been typical historically ought to apply. 

S: Keep talking. 

S: Well, the revolution hasn’t really occurred yet because of the strength of 
counterrevolutionary forces, but I think the preliminary conditions are all 
there. There certainly has been a long period of discontent among the poor— 
and probably among many of the middle class too, such as Buddhist leaders and 
intellectuals. The National Liberation Front, with the help of the North Viet- 
namese, has provided pretty effective revolutionary leadership. The myth is 
present—the future Communist paradise plus the hope of shoving the whites 
out of Asia. There have been a succession of pretty ineffective bourgeois gov- 
ernments. The army desertion rate is high. 

S: Jackie, you have this down too pat. You say the United States is a coun- 
terrevolutionary force. I think in a proletarian Communist revolution of this 
kind, there needs to be a powerful counterrevolutionary force. We don’t want 
Southeast Asia to become Communist do we? 

Jackie: That wouldn’t be my first choice. But neither is an indefinite war 
that no one can win. Would you want to come home a corpse in a war to 
prevent a country from moving from feudalism into the twentieth century? 

S: Naturally not. But I think we have to fight Communism, everywhere, 
with everything we’ve got. 

T: Pm not sure we are remembering very well the steps that major revolu- 
tions take. I can’t say I would be happy about it, but suppose the United States 
withdrew from Asia and suppose Vietnam—and perhaps Thailand and other 
countries—came under the rule of Communist dictatorships. What do you 
think would happen over the long run? At this point you ought to be able to 
make a reasonably intelligent forecast. 

S: There would probably be a blood bath—a reign of terror. 

S: That would be an expected reaction against internal counterrevolutionary 
forces. 

S: When the terror ends, we could expect the consolidation of the revolu- 
tion. A new constitution. Maybe a reasonable sort of civilian government. 
Probably reforms would occur that have been needed for a thousand years. 

S: You talk like a Communist. 

T: It seems to me that irrationality is getting the upper hand. Much of the 
world still has a strong feudalistic heritage. These countries will have to enter 
the twentieth century sooner or later. Some may not make it until the twenty- 
first century. Could we let it rest that much of Asia is in a revolutionary situa- 
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tion? And most of Africa? And parts of South America? By now you ought to 
be able to forecast with better than a 50-50 chance of being right where the 
next revolutions will develop and their general form. 

S: Is the day of bourgeois revolutions over? 

T: That is for you to figure out. Maybe by the time the course is over, you 
will have a pretty good idea. 

S: What about the risk of most of the backward countries having successful 
Communist revolutions sooner or later? Could a democratic United States sur- 
vive in a world like that? 

T: I have no answers. I think by now you have a sufficient background of 
concepts and generalizations about revolution to do some intelligent thinking 
about this subject. 

S: I wonder how many of us males will be alive five years from now? 

T: Don’t forget that all a study of history can do is help us make informed 
guesses—and they may all be wrong. At least, most of you seem much more 
interested in revolution now than you were a week ago. There is just one more 
question I want to raise—maybe with more success than the earlier question 
about the outcome of our involvement in Southeast Asia. We have to be brief 
because there isn’t much time. 

On the basis of what you know now about the conditions necessary for a 
revolution, do you think there is likely to be one in the United States in the 
foreseeable future? 

S: It seems to me the risk is great. The government is riddled with Com- 
munists—well, at least they are in key spots. 

S: My dad is certain there is a conspiracy behind the scenes. As we brought 
out in discussion, if a group of conspirators can seize control of the communi- 
cation system, the press, and worm their way into control of important seg- 
ments of the army—then they have it made. It’s just one short step to taking 
over the office of president and controlling the Congress. 

T: I think some of you are ignoring—or forgetting—all the work done by a 
few students who put on paper the necessary conditions that have existed prior 
to all major revolutions in the past. Some of you seem committed to the so- 
called “conspiracy theory” of revolution. I don’t know of any experts on the 
revolutionary process who think this theory is any good. Now try to apply 
what we have learned to the United States. 

S: There has to be very widespread discontent. It seems to me Americans 
generally are awfully contented. They are complacent. Oh, they may worry 
some about the foreign situation, but I think what they think about mostly is 
how to get a promotion at work, eating and drinking, sleeping, recreation, sex, 
the family—stuff like that. 

S: There also has to be a well-organized group of revolutionary leaders with 
an appealing myth to peddle. 

S: It seems to me the “liberals” in the Democratic Party fill that bill. 

S: That’s nonsense. The resemblance is too superficial—you aren’t really see- 
ing the difference between them and the kind of revolutionary leaders in the 
countries we have studied. 
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S: What about all those right-wing Republicans? And the extremist groups 
—like the Minutemen? 

T: Have any groups that you indicated shown much willingness to die for 
their cause, or even put forth a cause that would capture the imagination of a 
majority of the people? 

S: I don’t think so. I don’t know who has described a “brave new world” for 
us that has gotten people very excited. We have had New Deals, Fair Deals, 
New Frontiers, and so on—but how could anyone call them effective revolu- 
tionary myths? 

T: What about the Communist Party—we have one, you know—as potential 
revolutionary leaders? We will study this more thoroughly later in the course, 
but perhaps someone has some ideas now. 

S: Some people think there is a Red under every bed—but I don’t know 
much about them. 

S: Some politicians call all northern Democrats Communists. 

T: I guess I couldn’t expect your factual knowledge on this to be very 
strong as yet. You sound about as well informed as the general public. 

S: Whenever you say that, we know you are being sarcastic. 

S: It looks as if there is no widespread discontent, no revolutionary leader- 
ship, no exciting myth. It seems to me people are “nuts” who get heated up 
about the possibility of a revolution of the kind we have been studying happen- 
ing here. 

S: If we had a revolution here, it would be a Hitler-style kind of thing—no 
bourgeois or proletarian revolution in the old sense. The reason I think this 
is. . . . (The closing bell ends discussion.) 


APPENDIX 


FOLLOWING is a verbatim reproduction of the dittoed material that the four- 
student writing team, with the help of a student typist, prepared for distribu- 
tion among the class. A professor of political science who is interested in the 
subject of major political-economic-social revolutions would find superficial- 
ities and perhaps some errors of fact in it. His chief criticism might be that it 
is something of a Procrustean bed—that no particular revolution ever followed 
this pattern with precision. Nevertheless, we present it for whatever it may be 
avorth, 


“The Conditions and Steps of a Major Revolution” 


NECESSARY CONDITIONS FOR A REVOLUTION TO OCCUR 


1. A long period of discontent (maybe a century or more). The middle class 
thinks its condition, which may be good, can be greatly improved. Workers 
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and peasants may or may not really be suffering, but they, also, believe things 
could be much better. 

2. Effective revolutionary leadership arises. Usually it is the more rebellious 
and able of the middle class with an occasional defector from the ruling class 
which makes up the revolutionary leadership. On rare occasions, persons from 
the lower class rise to become members of the “revolutionary elite.” The 
revolutionary leaders are usually well educated and “cut out” for their role. 
Some are skilled military strategists. 

3. Development of a “revolutionary myth.” This is a statement of the politi- 
cal, economic, and social goals of the revolution. It is an idealized picture—a 
kind of paradise with something good promised for everyone (except the old 
ruling class). It makes people willing to sacrifice and die for the revolution. 

4. The government shows incompetence to govern. Increasingly the old rul- 
ing class seems unable to carry on the ordinary functions of government; even 
the basic services that have always been expected are neglected. Often the 
leaders lose communication with the common people and the middle class. 

5. Demoralization of the ruling class. As the above situations develop, the 
more intelligent of the ruling class see their situation as hopeless and may flee 
the country. Others seem to remain blind to the situation until it is too late. By 
this time there is a general collapse of the government. 

6. Revolutionary leaders take final steps. By this time the revolutionary elite 
at least has the consent, if not always the active support, of enough of the peo- 
ple to make a successful take-over of government seem likely. By this time 
either large segments of the army have defected to them or they have put 
together their own military force. They have become organized and have de- 
cided who will be responsible for what. 


THE TAKE-OVER 


1. The revolutionary blow (coup). The revolutionary leaders seize military 
control—sometimes at first only locally or regionally. They are able to neutral- 
ize what military forces remain loyal to the old ruling class. They then seize 
control of communications. Once this was the press. In modern times, radio 
broadcasting; now, television would be important. They also seize the major 
transportation facilities—roads, bridges, railroads, etc. 

2. [he transformation of government. The old leaders who remain are de- 
posed and often killed or exiled. At first, the new political leaders are usually 
“moderates” of middle-class origin. A new constitution is put into effect. The 
new assembly (or parliament or congress) is in an ambiguous position. As 
moderates, its members may feel the revolution has gone far enough. They are 
trusted neither by those who are still loyal to the old government nor by the 
more radical revolutionaries who think more drastic changes are needed. 

3. First counterrevolutionary attempts. If enough of the old ruling group 
remain around, if they have some military support left (or can get the promise 
of help from a neighboring government), and have the nerve, they strike back 
and try to destroy the new revolutionary government and reinstate themselves. 
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There are many cases where they succeeded (e.g., the series of European revo- 
lutionary attempts between the time of Napoleon and 1848). Or they may fail. 

4. The terror. The threat of counterrevolution puts the new government in 
a difficult position. Often the new government consists of kindly, gentle men 
who are bound together by idealism. But if the counterrevolutionaries win, 
they lose everything—including their lives, probably. They usually yield to the 
demands of the extremist revolutionary elements—generally hard and cynical 
men—who end up capturing the government from the moderates. The moder- 
ate revolutionaries as well as all suspected counterrevolutionaries may be 
slaughtered. This is a period of great hysteria and fear. 

5. Mopping up. This may be called the “consolidation of the revolution.” 
Widespread social and economic changes are made. The constitution may once 
more be rewritten. The old landed aristocracy and other remnants of feudalism 
are largely wiped out (exception: the slaveholding states of the southern United 
States). There may be widespread redistribution of property. Enough of the 
“revolutionary myth” is put into effect to make the masses feel victorious. 
Often the revolutionary leaders rally patriotic fervor by a policy of military 
aggression. 

6. The period of relaxation, or the Thermidor. The latter word comes from 
the French term meaning a new calendar announced during the French Revo- 
lution. The decline of the French terror, associated with the fall of Robes- 
pierre, was on July 27, 1794, or the ninth Thermidor, Year Il, of the new 
French calendar. The terror is ended, the crisis is over, the revolution seems 
mainly successful, and most people begin to relax. 


LATER COUNTERREVOLUTION AND REVOLUTIONARY SUCCESS 


1. Counterrevolutions of a later period. As long as members of the old 
regime or their sympathizers live, whether in their own country or in exile, 
they may plot to restore their former position of power and wealth. The 
delicate balance of power in France during much of the nineteenth century is a 
good example. The Civil War in the United States in the 1860s was an attempt 
by the North to complete the unfinished bourgeois revolution of 1776 and by 
the South to retain a feudalistic system. Some delayed counterrevolutions suc- 
ceed, as when Franco destroyed the Spanish republic and restored many of the 
aspects of a feudal monarchy. 

2. Revolutionary successes of a later period. Most major revolutions remain 
unfinished for many years, maybe a century or two. Whatever Jefferson really 
meant by his statement, “All men are created equal,” people have taken it to 
mean that everyone should have equal opportunities. The United States has 
never achieved this aim so you could say that the American Revolution is still 
unfinished. Present-day counterrevolutions are those which reject the main 
aims of an earlier revolution; those who are still trying to put these aims into 
effect could be considered the revolutionaries of the latter twentieth century. 
Some important “unfinished business” of the revolution of 1776 has been 
tackled only recently through civil rights legislation and Supreme Court deci- 
sions, 
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DISCUSSION QUESTIONS AND EXERCISES 


. Try to arrange for visits to a few high-school history classes in your com- 
munity. Then write a brief essay comparing or contrasting the teaching 
you have seen with that just described. 

. Most history teachers say they relate the past and present when they teach. 
Usually they do this by making comparisons or analogies. They show sim- 
ilarities between a historical and a current event, but do not strive for 
theoretical statements. Do students learn anything useful from this? 

. The teacher in the above example devoted a lot of attention to concept 
formation and the making of generalizations (theoretical statements). He 
did not stress memorizing large quantities of descriptive fact. Is this good 
practice? 

. It has been said that one reason the Greeks, between the fifth and third 
centuries, B.c., built such a remarkable civilization was because they had no 
history. How do you react to such a statement? Why? 

. Try writing, in dialogue form (somewhat like the above) a “unit” in his- 
tory. Select something controversial, such as the rise and meaning of sci- 
ence, the development of religious thought, war, relations between the 
sexes, courts and the law, etc. 

. The teacher in the above example deliberately pitches his teaching on a 
rather demanding level. He tries to challenge students in the upper third 
or quarter of the class and hopes for the best with respect to the others. 
What is your opinion of this? 

. At the end, the teacher intentionally did not “wrap up” the unit with neat 
conclusions. He left a lot hanging. Is this good or bad? 
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CHAPTER I 


The Social Studies and American Society 


IX EVERY society, education is regarded as the transmission from one 
generation to another of that part of the culture which is considered, 
of ongoing value. Although a culture has material as well as non-material! 
aspects, it is chiefly the nonmaterial with which education is concerned: 
attitudes, beliefs, knowledge, values, concepts, ideas, myths, skills, tech- 
niques, and habits. Education is the process by which the young are helped 
to develop or acquire the ideational and symbolic equipment believed 
necessary by adults to carry on a chosen way of life. 

Almost every social-studies teacher believes that preservation of the 
cultural heritage is one of his chief purposes. But simply to say that the 
American heritage is to be preserved leaves many questions unanswered. 
Under this slogan, social-studies education can take many forms. Teach- 
ers may vary widely in the content they emphasize and the methods of 
instruction they employ. Such variety is almost certain to be the case in a 
society such as ours, with conflicts over the meaning of the good life as 
one of its defining traits. In an abstract sense, an appropriate education / 
depends upon what kind of society is desired in the future. Without clar- 
ity on this question it is not possible to say what features of present cul- 
ture possess continuing value. In our conflict-ridden society, teachers and 
other adults differ in their perception and understanding of present-day 
culture, and in their definitions of what would constitute cultural im- 
provement. Teachers differ among themselves as much as they differ with 
lay publics. 

It now appears to be the case that great uncertainty has developed in 
the United States over the kind of education we should have. Some of our 
most hotly debated and least intelligently considered issues relate to cur- 
riculum and methods of teaching in our schools. So great is the confusion 
that many Americans at this point in the twentieth century favor educa- 
tional practices which would destroy those aspects of the culture which 
they claim to prize most highly. Like moths impelled by their tropisms to 
fly into a flame, they seem bent on destroying the very things they say 
they cherish. 
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Problematic Areas of American Culture 


Certain aspects of American culture are especially relevant to any discus- 
sion of social-studies education. It has come to be granted that American 
culture is beset with problems. Problems seem to accumulate at a rate 
faster than we can solve them. It is our contention that this problematic 
aspect has not been well understood. It has not been understood that 

Yproblems of social conflict exist not only as issues between individuals and 
groups, but also as sources of confusion within individual personalities. 
Neither has the existence of closed areas as one of the attributes of a prob- 
lem area been widely recognized. It is one thing to say that American cul- 
ture includes a “race problem.” But it says a great deal more to observe 
that this problem exists not only between Negroes and whites, but within 
each, and that rational solutions are difficult to achieve because race is 
treated in the culture as a closed area. In our curriculum proposals as set 
forth in Part IV of this book, we argue for reflective studies of the prob- 
lematic aspects of American culture, including elements of personal and 
social conflict that are sometimes closed to rational examination. The 
closures may arise from community taboos or personal prejudice. 


TWO KINDS OF SOCIAL CONFLICT 


Large-scale conflict is a trait of any culture that has reached our stage 
of development. But compared with many other cultures, ours is particu- 
larly conflict-ridden, and with good reasons. Settled by peoples of diverse 

[oHeeS and outlooks, the United States has been, ever since its founding, 
the scene of competing political, economic, and social beliefs. Add to this 
diversity the factor of industrialization. The change from agrarian-rural 
to industrial-urban society has generated some of our greatest conflicts. 
Industrialization speeds change with a result that from generation to gen- 
eration beliefs undergo marked alteration. Gulfs are created between 
children and parents, parents and grandparents. Industrialization also 
fragmentizes society into specialized occupational and other economic 
groupings, each with its own version of the general welfare. “What is 
good for business is good for the country” is met or countered by the 
cry, “Our nation’s welfare depends upon the freedom of the working 
man.” And finally, we must add to our list of causes of conflict the fact 
that industrialization is taking place at an ever more rapid rate generation 
by generation, and consequently we seem to be falling farther and farther 
behind in our adjustments. A nation that has not brought its beliefs into 
line with the first Industrial Revolution now finds itself confronted by a 
second 
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’ Students of present-day social conflict have found two levels of con- 

C fic, interpersonal and intrapersonal. Interpersonal conflict is exemplified 
y individuals or EroUDs with shar iy eevee dae beliefs. Such conflicts are 
usually referred to as “controversial issues.” Persons on each side of an 
interpersonal conflict may be quite consistent in their own outlooks, even 
though in sharp disagreement with an opposing position. When the advo- 
cates of school integration clash with the proponents of racial segrega- 
tion, we witness interpersonal conflict. Interpersonal conflicts rage in our 


culture between capital and labor; among social classes; among racial, 


religious, and ethnic oe between slice Sexes; _among” age groups; and 


today’s advanced weaponry has the capacity ia obliterate the human race. 

It is not unusual for an interpersonal conflict to become internalized 
within individual personalities so that people are at war not only with one 
another but with themselves. Caught in a culture in which interpersonal 
conflict is always present, they often accept as true and good both sides 
of many issues, thus incorporating cultural conflicts into their own per- 
sonalities. When individuals become aware of their own incompatibilities 
of outlook, the resulting internal struggle produces intrapersonal conflict. 
Although the content of an intrapersonal conflict may be no different 
from that of an interpersonal one, it is more difficult to handle and may 
exact a greater toll as it leads to disintegration of personality. 

Although these two kinds of conflict are different, they are often 
present at one and the same time. Disputants on opposing sides of an issue 
may be possessed of intrapersonal conflict, making self-understanding and 
compromise difficult to achieve. The interrelationship of these two kinds 
of conflict and their bearing upon moral problems has been best ex- 
pressed by Myrdal in his discussion of American race relations: 


The American Negro problem is in the heart of the American. It is there 
that the interracial tension has its focus. It is there that the decisive struggle 
goes on. This is the central viewpoint of this treatise. Though our study in- 
cludes economic, social, and political race relations, at bottom our problem ts 
the moral dilemma of the American—the conflict between his moral valuations 
on various levels of consciousness and generality. The “American Dilemma,” 
referred to in the title of this book, is the ever-raging conflict between, on the 
one hand, the valuations preserved on the general plan which we call the 
“American Creed” where the American thinks, talks, and acts under the influ- 
ence of high national and Christian precepts, and, on the other hand, the valua- 
tions on specific planes of individual and group living, where personal and local 
interests; economic, social, and sexual jealousies; considerations of community 
prestige and conformity; group prejudice against particular persons or types of 
people; and all sorts of miscellaneous wants, impulses, and habits dominate hits 
outlook. ... 
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The Negro problem in America would be of a different nature, and, indeed, 
would be simpler to handle scientifically, if the moral conflict raged only be- 
tween valuations held by different persons and groups of persons. The essence 
of the moral situation is, however, that the conflicting valuations are also held 
by the same person. The moral struggle goes on within people and not only 
between them. As people’s valuations are conflicting, behavior normally be- 
comes a moral compromise. There are no homogeneous “attitudes” behind 
human behavior but a mesh of struggling inclinations, interests, and ideals, 
some held conscious and some suppressed for long intervals but all active in 
bending behavior in their direction} 


Moral dilemmas are not restricted to the area of race relations. They 
abound in all areas of cultural existence. Consider the following: We have 
a great number of norms, or standards, to which individuals are expected 
to accede—success, friendliness, honesty, sexual purity, and a certain 
degree of gentility. Under given conditions these norms may conflict, as 
in the case of one who perceives honesty as a barrier to his economic suc- 
cess, Current efforts of the television industry to balance the extravagance 
of sponsor claims with serious and responsible treatment of news events 
represent one kind of compromise between competing ideals. Another 
kind of conflict is between ends and means. Culturally imposed barriers 
of physical and social conditions make it difficult or impossible for many 
to achieve the goals implied by their culturally learned ideals—for exam- 
ple, the inability of those whose lot is poverty to achieve economic suc- 
cess. 


CLOSED AREAS 


Individuals in our culture who have acquired intrapersonal conflict are 
increasingly uncertain as to what to believe or value. Individuals who are 
inconsistent or uncertain, cannot engage in morally responsible behavior 
based upon intellectual understanding and personal commitment. The 
continued existence of uncertainty and inconsistency on a large scale can 
be explained only as one turns to the factor of closed areas. 

Certain areas of conflicting belief and behavior are largely closed to 
thought. In these areas, people usually react to problems blindly and emo- 
tionally. Closed areas are saturated with prejudices and taboos. Inconsis- 
tency or mutual contradiction in beliefs and values rule behavior in any 
closed area. There is usually a reluctance to examine certain ideas because 
it is believed that they are “impractical, theoretical, or in violation of 
common sense.” Those areas of belief which are most important to indi- 
viduals are likely to be those in which rational thought is least valued. In 

* Gunnar Myrdal, with the assistance of Richard Sterner and Arnold Rose, An 


American Dilemma: The Negro Problem and Modern Democracy, Harper & Row, 
zoth Anniversary Edition, 1962, pp. lxxi-Ixxii. Italics in original. 
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our culture, irrational responses commonly occur in such areas as power 
and the law; religion and morality; race and minority-group relations; so- 
cial class; sex, courtship, and marriage; nationalism and patriotism; and 
economics. The problematic aspects of each of these areas will be dis- 
cussed in Part IV. 

The pedagogical significance of these closed areas is not well under- 
stood by most teachers of social studies. If a teacher were intent upon a 
reduction of prejudice, it would be necessary for him to address his 
efforts at beliefs and values in closed areas. Any belief that has not been 
subjected to rational examination is by definition a prejudice no matter 
how correct or incorrect it may be. Yet teachers rarely invade any closed 
area, even though every closed area can be opened by skillful, tactful, 
fair, and objective teachers. 

Allusion to the “common sense” of the American people usually refers 
to their dominant beliefs in one or more of the closed areas. Failure to 
examine these beliefs in a social-studies classroom has certain effects upon 
the learning and motivation of students. Students do not learn in any sig- 
nificant and relevant sense the subject matter of history, economics, so- 
ciology, anthropology, political science, and geography. These are the 
very subjects teachers of social studies are hired to teach; but since the 
knowledge in each of these subject fields conflicts at many points with 
beliefs that predominate in the closed areas, teachers who take their teach- 
ing seriously are placed in a quandary. Many search desperately for items 
of information that have no bearing upon what students regularly believe, 
and proceed to teach these rather than basic concepts that would awaken 
or disturb latent conflicts of students. Students commit to memory names 
of all state capitals along with other items of information readily available 
in the reference volumes of any good library. But concepts such as cul- 
tural lag, ethnocentrism, deficit financing, gross national product, judicial 
review, to mention only a few, the meaning of which throws light upon 
the common sense of students, are either omitted entirely from the cur- 
riculum, or given the kind of treatment that leaves their relevance to so- 
ciety and its problems unclear. 

Students from this kind of classroom express their boredom by com- 
plaint against the necessity of taking courses in the social studies. It is not 
unusual to find students from a culturally disadvantaged environment at- 
tending a social-studies course in which no attention is given to problems 
of caste and class as root causes of poverty. These students are expected 
to solve their problems of poverty by learning a trade. Teachers frus- 
trated by this kind of situation often turn to a search for new techniques 
rather than significant content in order to increase student motivation. 
Symposia on programmed instruction or team-teaching become popular 
in-service training. Students who retain genuine intellectual interests 
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pursue them outside school, and pretty much on their own.? Unfor- 
tunately, very few students retain an intellectual interest in social-scien- 
tific content after having been drugged over the years by a safe and sane 
social-studies education that specializes in an avoidance of issues in closed 
areas. 

Our closed areas change from one historical period to another. Sex is 
now much more open to reflective study than it was fifty years ago, 
whereas comparative socioeconomic ideologies (including the issue of 
Communism) is more nearly closed to rational examination than even 
twenty years ago. At any given time, some of the closed areas we have 
listed will be much more tightly closed to reflection than will others; and 
all have their open aspects, facets which are relatively free of prejudiced 
belief. 

At the same time, certain ideas remain immune to rational consideration 
from generation to generation. The current view that criticism of Ameri- 
can policy in Vietnam gives aid, comfort, and hope to Hanoi reminds one 
of past criticisms of any dissent expressed during time of war. 

Our closed areas exist as sources of totalitarian belief and practice in a 
culture that strains in two directions, democratic and authoritarian. The 
term totalitarian is appropriate here because the behavior of the American 
people with respect to closed areas is akin to behavior of leaders of totali- 
tarian states. Each closed area has a set of sanctioned (albeit often irra- 
tional and inconsistent) beliefs that everyone is expected to follow, and 
which we try to inculcate in the minds of the young through propa- 
ganda; no one is taught to rely upon independent thinking for his an- 
swers, but on tradition, the church, or political leaders. People who get 
out of line find themselves in deep trouble; and severe pressure, both so- 
cial and legal, may be placed on persons who have original ideas in these 
areas. 


Closed Areas, Social Issues, and Mental Health 


It is hardly surprising that our sharpest intrapersonal conflicts occur in 
closed areas. Conflicts in areas of belief such as sex, religion, and race are 
not only common but often sufficiently intense to cause severe emotional 
disturbance. Many newspaper readers have been impressed by the “mad- 
ness” of individuals who oppose equal rights for Negroes. In areas open to 
free thought, conflicts are frankly faced and resolved—if not easily, at 


* By intellectually serious students we do not refer to those grade-grabbers and 
credit-chasers seeking entrance into a university who seem to abound in the habitat 
of suburbia. 
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least without undue tension. But in closed areas, every problem is likely 

to be troublesome simply because of the barriers to examining it. 

During recent decades it has come to be widely recognized among 
social scientists and mental hygienists that discrepancies in a culture may 
have an eroding effect on the mental health of its members. We are told 

rthat “A well-integrated culture will presumably not produce as many 
maladjusted personalities as a disintegrated one. Cultures that are full of 
glaring inconsistencies will produce more than their share of personality 
difficulties.” * Therapists who would reach the root causes of the difhi- 
culties faced by their patients dare not ignore the data and concepts of 
social-science disciplines. 

Horney in pointing to cultural conflict as the root of certain personal- 
ity problems has said, “When we remember that in every neurosis there 
are contradictory tendencies which the neurotic is unable to reconcile, 
the question arises as to whether there are not likewise certain definite 
contradictions in our culture, which underlie the typical neurotic con- 
flicts.” + 

Jung observed that “We always find in the patient a conflict which at a 
certain point is connected with the great problems of society.” ® Since 
Jung’s day we have witnessed the emergence of an entirely new discipline 
called social psychiatry. 

Some cultural conflicts are more basic than others and cut across all our 
closed areas. Horney perceives three conflicts at the heart of American 
culture. One is between “competition and success, on the one hand, and 
brotherly love and humility on the other.” Another is to be found in the 
tendency of our culture to stimulate needs far beyond the point where 
they could possibly be fulfilled. A third is between the individual’s alleged 
freedom of choice and all the limitations our culture places upon him.® 

In the first case, the ideology of competition and success pushes one to 
be aggressive and assertive, willing to shove others out of the way. Chris- 
tian ideals, on the other hand, insist that one should be unselfish and 
humble, willing to turn the other cheek, and prepared to accept the 
legacies of the meek. 

The second conflict mentioned by Horney depends partly for its life 
blood upon the advertising industry. Advertisements encourage conspic- 
uous consumption and keeping up with the Joneses. But great numbers of 
Americans find it impossible to fulfill the needs created by the advertising 
industry, and in Horney’s words experience “a constant discrepancy be- 


® Francis E. Merrill and H. Wentworth Eldredge, Culture and Society, Prentice- 
Hall, 1952, p. 180. 

* Karen Horney, The Neurotic Personality of Our Time, Norton, 1937, p. 287. 

° CJ. Jung, Two Essays on Analytical Psychology, Dodd, Mead, 1928, p. 23. 

* Horney, op. cit., pp. 287-289. 
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tween their desires and their fulfillment.” This conflict would, however, 
probably exist without any assistance from advertisements. Our general 
culture stimulates individuals to want what they are not supposed to have. 
Adolescents, for example, are submitted to a variety of influences all of 
which seem to have sexual arousal or titillation as their aim. These influ- 
ences often originate with respectable, nonpornographic, and nonobscene 
sources. These same adolescents are told, on the one hand, that sex before 
marriage is immoral, and on the other, that 50 percent of teen-age mar- 
riages end in divorce and that they should complete their education be- 
fore marriage. Movies that deal sensitively and maturely with sexual prob- 
lems are labeled “adult” and therefore officially off limits to teen-agers. 
Another type of movie, designed especially for teen and subteen clientele, 
narrates crudely and without artistic merit stories that involve prurient 
and lascivious themes. Only a confused culture, or a mad one, would ban 
the first kind of movie, and actively promote the second. An objective 
measure of prurience would no doubt find that teen-age movies are among 
our “dirtiest” and least edifying. 

The third major conflict in our culture concerns any individual who 
learns to believe that “he can get what he wants if he is efficient and ener- 
getic.” The counterpart of this belief attributes failure in any endeavor to 
individual rather than societal deficiencies. Individuals who learn this be- 
lief also learn that even such basic choices as occupation and mate are 
hemmed in by a variety of social limitations. Very few Americans are 
free to decide what their life is to be. The occupations of sons are often 
limited by the opportunities of fathers. And marital choices continue to 
be functions of propinquity, social class, and proper religious faith. An 
individual who is caught somewhere between free will and determinism is 
likely to waver “between a feeling of boundless power in determining his 
own fate and a feeling of entire helplessness.” 

Lynd has elaborated upon Horney’s list of conflicts and has mentioned 
such contradictions as those “between saving and spending; between play- 
ing safe and ‘nothing ventured, nothing gained’; between ‘you’ve got to 
look like money in order to make money’ and spending your money for 
the things you really want; between (if you are a woman) having ‘brains’ 
and having ‘charm’; between things that are ‘right in theory’ and ‘wrong 
in practice’; between change and stability; between being loyal and ‘look- 
ing out for Number One’; between being efficient and being human; be- 
tween being democratic and ‘getting to know the right people’.” 7 

Not everyone who grows up in a culture of contradictions becomes 
mentally disturbed. It is true that some authorities feel that, since certain 
conflicts are central to our culture and tend to be reflected in most per- 


* Robert S. Lynd, Knowledge For What?, Princeton University Press, 1948, p. 103. 
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sonalities, there is a common neurotic type expressive of the times. 
Whether this is the case or not, there is no doubt that a substantial pro- 
portion of Americans—including the most sensitive, responsive, and intel- 
ligent—find it very difficult to come to terms with the conflicting pres- 
sures put upon them. Hullfish and Smith have argued convincingly that 
the mental practices of rationalization and compartmentalization are abso- 
lutely necessary to thousands of Americans who otherwise would be un- 
able to deny or avoid conflict, and its concomitant heavy load of guilt.® 

A social-studies education that helped young people to openly and ra- 
tionally examine their conflicts in beliefs and values within closed areas 
would probably reduce rather than increase the incidence of neurosis. An 
intellectually rigorous as well as permissive and non-threatenening exami- 
nation would enable young people to progress toward solution of their 
problems of self-esteem, identity, anomie, alienation, and self-actualiza- 
tion, while at the same time acquiring many of those cognitive under- 
standings possessed by social scientists.® Although such study of social 
issues would be desirable at all grade levels, it probably is most feasible in 
junior and senior high school. By the time students reach junior high 
school many are capable of the kind of propositional thinking necessary 
to a certain kind of social understanding. 

Capacity to examine ideas in the closed areas depends very much upon 
the character of early childhood experience. Some homes and elementary 
schools provide children with a largely emotional basis for believing that 
certain outlooks are the only proper views of man and society. Many 
children are crippled mentally by schools and homes which provide them 
with rigid attitudes that act as blocks to their reflective development. 
Elementary schools need to decide whether their pupils can understand 
the big social issues. If it is decided that most of them cannot, then these 
issues should be omitted from the curriculum. Indoctrination of “right” 
social attitudes is least justifiable with a clientele that is said to be inca- 
pable of understanding the issues. A lack of analysis plus indoctrination of 
fixed attitudes is almost certain to produce the kind of student who finds 
it impossible to entertain new ideas. 


INTELLECTUAL DEVELOPMENT AND LIFE ADJUSTMENT 


A common issue in curriculum development is whether intellectual 
growth is the only purpose of public education. This issue is sharpened on 
one side by those who view a mental-hygiene curriculum as an alternative 
to an intellectual one. We have just experienced a period in the history of 
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education marked by stringent criticism of so-called life-adjustment edu- 
cation. This was a kind of education intended to help young people solve 
their personal problems. It was attacked by those advocates of subject 
matter and rational thinking who saw in it an antiintellectual emphasis. 
The charge was not without merit in that much of what passed as life- 
adjustment education did neglect the study of ideas. Students would dis- 
cuss their dating problems without delving into the cognitive dimensions 
of such problems. Dating choices of young people are no doubt influ- 
enced in part by social-class concepts of which they are not consciously 
aware. A life-adjustment education that clarified the role of social class in 
the life choices of adolescents would foster both intellectual development 
and personal adjustment. It would support free play between affective 
and cognitive domains, and in doing so would exemplify a curriculum 
cognizant of the unity of man. 

It was a mistake for certain critics of life-adjustment education to 
create a conflict between intellectual development and personal adjust- 
ment. These two educational aims are not only compatible but indivisible. 
Any suggestion that neurosis is fertile ground for intellectual activity 
probably originates with the observation that many of our most creative 
people have been, if not rather mad, at least, not very happy people. It 
does not follow that making children unhappy, or paying no attention to 
their personal problems, is the best way to develop their intellectual ca- 
pacities. Neither does it make sense to teach subject matter in a way that 
guarantees lack of personal relevance or meaning. Cognition and personal 
adjustment are not competing educational goals if we can assume that 
personal problems have roots in conflicting concepts, propositions, values, 
and ideologies. Io mention only one example, if a high-school youth 
comes to believe that sex before marriage is immoral, if his sex drive 
reaches a peak during his high-school years, if his culture stimulates sexual 
interests and responses, if he is encouraged to postpone marriage until he 
finishes his education, if his school treats sex as a closed area, and if so- 
ciety places under heavy ban every possible sexual expression ranging 
from masturbation to homosexuality, how does he handle his conflicts and 
frustrations? In a day and age when monasteries are no longer popular 
mountain retreats, he can find solutions and come to terms with himself 
and others only by facing, and thinking through, basic conflicts in the 
sexual ideology of American culture. This ideology has a history, and the 
content of social science bears upon its meaning. A school that would 
help him to explore intellectually those beliefs which concern him emo- 
tionally would not be cognitively sterile, or psychologically irrelevant. 

An attempt to deal with the intellect and its development out of all re- 
lationship to conflicting ideologies would be as fruitless as an attempt to 
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solve the personal problems of life adjustment without serious study of 
ideas. 


Conflict Resolution in Democratic Societies 


The method by which culture is transmitted from generation to genera- 
tion differs from society to society. We can illustrate this generalization 
by examining how education functions in two contrasting types of so- 
Cleties. 

Education in a Modern Totalitarian State. An educational system de- 
signed to serve the needs of dictatorship will differ fundamentally from 
an educational system designed to serve the interests of a democracy. One 
of the most significant facts of dictatorship, from the standpoint of edu- 
cation, is the existence of a body of doctrine which functions as a national 
ideology. This group of beliefs may be fairly consistent internally and 
pervade all areas of the culture. Its central ideas could be relatively un- 
changing over long periods of time, whether they revolve around racial 
supremacy or around the beliefs of Marx and Lenin. If the ideology does 
undergo change, it must first change within the thinking of totalitarian 
leadership, after which the new ideology is purveyed to the masses 
through the educational system. 

The function of education in a dictatorship is the uncritical transmis- 
sion of an official belief structure. The subject matter of education is thus 
predetermined and essentially the same in every school. The method of 
instruction is likewise uniform; it is the method of prescription and 
indoctrination. The “correct” beliefs are taught by withholding or slant- 
ing evidence. Doubt and reflection are rigorously excluded from class- 
rooms, because in a dictatorship these are the truly subversive influences. 
It is particularly the case that reflection will be discouraged in the social 
sciences and moral philosophy. 

In any culture, schools must take some stand with respect to how con- 
flict and doubt are to be treated in classrooms. In a dictatorship, schools 
try to minimize both interpersonal and intrapersonal conflict by teaching 
an official ideology and by allowing students, so far as possible, to per- 
ceive only one side of questions which in a democracy would be regarded 
as highly controversial. In short, schoo] authorities hope that suppression 
of free intellectual inquiry will reduce conflict to an innocuous level. 
Even so, in a dictatorship some conflicts are bound to appear, for many of 
the same reasons that they appear in any culture. When interpersonal 
conflicts arise, attempts are made to remove them from sight through use 
of propaganda and terror. If either interpersonal or intrapersonal conflict 
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appears in the classrooms of a dictatorship, teachers have no alternative 
but to tell students what to believe and to try to gain assent through use 
of rewards and punishments. 

In summary, a foremost task of education in dictatorships is uncritical 
transmission of sanctioned features of the culture, achieved by suppress- 
ing intelligence and by dealing forcefully with controversy wherever it 
threatens to unsettle the social order. 

Education in a Democratic State. Although a democratic culture does 
not have an official ideology in the sense that a dictatorship has, it is as- 
sumed that, if a democratic society is to survive, there will have to be 
general agreement among its members as to central values. While periph- 
eral values may remain in flux, a democracy is in peril if its citizens 
cannot agree on the meaning of core values such as dignity and worth of 
the individual, freedom, liberty, and equality. If agreement is absent at 
this level, survival of the society is still possible provided there is agree- 
ment on a method of inquiry by which to explore differences in the 
meaning and truth of propositions and the justifiability of values. In a 
democratic society the preferred intellectual method, sometimes called 
the method of intelligence, consists of logic and scientific investigation. If 
there is failure to establish agreement on core values, conflicts among 
individuals and groups and disintegration of personalities are likely to 
reach unmanageable proportions. 

Some students of American culture feel that it is approaching a state of 
possible breakdown and disintegration because of a growing inability to 
agree on central values. It is thought that in addition to conflict normally 
attached to dispute over peripheral values, conflict is developing over 
fundamental ends. We are ceasing to be a community, as this term is used 
by sociologists.!° 

A challenge now before American education is to help the American 
people find consensus on the meaning of democracy—but in ways consis- 
tent with the requirements of democratic society. To say that the schools 
of America should teach children the American heritage, or that, what- 
ever is meant by the American heritage, it should be taught to the young 
as something absolutely true and good, is an oversimplification. Any 
school in the United States which tries to transmit the cultural heritage 
uncritically, in the same manner in which officially supported beliefs are 
transmitted to the young in a dictatorship, finds itself in a difficult posi- 
tion. There is not one heritage in the United States; there are many 
heritages. The competing traditions that to some extent have always 
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characterized our history and culture have had their conflicts accentuated 
by an accelerated rate of change during the past century. Uncritical 
transmission of all of them can do little but compound confusion and 
intensify conflict. 

Consensus building has become synonymous with resolution of con- 
flict. The means used to achieve consensus determine whether our society 
shall move in authoritarian or democratic directions. The achievement of 
consensus through reflective thought should mean two things: general 
agreement among individuals and inner harmony of individual personal- 
ities. Bu apt term for describing the unique task of education in a democ- 
_Yacy is “creative resolution of conflict.” By this we mean achievement, by 
disputing persons and by individuals suffering inner turmoil, of “third 
alternatives,’ that is, new positions which, although perhaps to some 
degree compromise competing outlooks, also include genuinely new 
values which effectively erase conflict and place life on a level of deeper 
insight. It is assumed that creative resolution of conflict can occur only in 
an atmosphere which is reflective and in which ego defenses are reduced 
to a minimum. 

In summary, we say that the chief role of education in a democracy is 
intelligent or critical transmission of cultural heritages, during the course 
of which disagreements among individuals and incompatibilities in per- 
sonal outlook are exposed and resolved creatively. Social-studies educa- 
tion gets to the heart of the matter when it recognizes that our many 
. heritages include a totalitarian or authoritarian one. The most trouble- 
some of present issues are over the question of whether we are to become 
more democratic or more authoritarian in our core values. To become 
more democratic is to expose closed areas to rational study. To close 
down further on inquiry in these areas is to move away from our demo- 
cratic heritage and toward the authoritarianism we delight in denouncing 
when practiced by foreign powers. 


Learning Theories and Classroom Practice 


Whether a teacher believes that education can and should foster creative 
resolution of conflict in problematic and closed areas depends upon his 
learning theory as well as his social philosophy. Teachers are not always 
clear on the relevance of learning theory to objectives and classroom 
practice. A basic source of confusion lies in the fact that the products of 
learning are several in number and appear on the surface to differ greatly 
from each other. We then get different theories for each of the products. 
Some argue that classical conditioning is the best theory for explanation 
of attitudes and tastes. Problem solving and concept attainment, it is 
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argued, can best be understood by use of some other theory. Kuhn, for 
example, believes that conditioning theories are inadequate for explana- 
tion of the learning of concepts.11 It appears that whether any single 
theory can explain all products of learning or whether one must vary his 
theory with his product, is a significant point of difference among present- 
day theorists. 

One of the oldest theories of learning is known as associationism. This 
theory holds that “we connect things in memory, in thought, and in all 
mental life, simply because they were connected in our original experi- 
ence with them.” !* Although associationism dates as far back as Aris- 
totle, Thomas Brown (writing in the early nineteenth century) gave it its 
first modern expression. He devised the celebrated “secondary laws of as- 
socation,” which have a decidedly modern ring: the principles of (1) 
duration, (2) liveliness, (3) frequency, and (4) recency. Over the cen- 
turies this theory has evolved through behaviorism to present-day con- 
nectionist and reinforcement theories. Most of the early laws of associa- 
tion have been adopted by connectionists, but stated now in terms of 
stimulus-response relationships. The language of psychology changes 
more easily than its concepts. 

An alternative to various theories of connectionism is field psychology. 
Field psychology incorporates many of the features of early Gestalt, or 
configurational, psychology. This psychology is markedly similar to the 
pragmatic philosophy of John Dewey and Boyd Bode. It was Bode who 
waged heavy warfare in the 1920s against the reflex-arc concept common 
to biology at that time. Field psychology, instead of viewing learning as 
the connecting of formerly unrelated stimuli and responses, sees learning 
as the discovery of meaning in a perceptual field. (This is commonly 
called insight.) ‘Tested insights may lead to generalizations which enable a 
learner to behave intelligently in confronting similar situations of the 
future. 

Within the framework of field psychology, learning is always accom- 
panied by understanding, or grasp of meaning. This is said to be true of 
all types of learning, whether habits, skills, attitudes, or knowledge. Al- 
though most field theorists would not maintain that all learning stems 
only from problematic situations, they give much more attention to 
problem solving as a source of learning than do associationist psycholo- 
gists. According to field theorists, problems are solved by bringing to 
bear meanings (insights) gained in previous learning situations. But in the 
process, the earlier meanings are enlarged and refined, so that the learner 
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achieves a reconstruction of his cognitive pattern. This type of learning is 
usually called reflective. 

At present, experimental evidence is adduced to support both associa- 
tionist and field conceptions of learning. In selecting its data, each school 
of thought has apparently preferred to focus on certain products of learn- 
ing to the exclusion of others. Associationists have devoted much research 
to the learning of motor skills and the memorization of verbal associa- 
tions. Field theorists have given their major attention to concept attain- 
ment and problem solving. 

It is significant to know that one may control learning experiences in 
such a way as to emphasize one product of learning over another. Situa- 
tions may be so arranged that either verbal associations or concepts may 
be the chief end in view. This does not mean that either of these can be 
taught in complete isolation from the other. Learning is all of one piece. 
Even the learning of a mechanical motor skill can be accompanied by 
change in a student’s values or concepts. But the evzphasis can be thrown 
toward one or the other, particularly in subjects like the social studies. In 
the social studies, students can learn to say what the the teacher requires as 
correct response, and to the extent that this is all that happens the students 
are learning a motor skill that may be explained by the laws of associa- 
tionism. But if students are to learn whether to believe and act upon cer- 
tain propositions—that is, if they are to Jearn that certain ideas are indeed 
true—then, field psychology offers better clues as to appropriate class- 
room practice. Consider, for example, students who have learned to say 
that prices are determined by the law of supply and demand. Under a 
teacher who provides repetitive drill and practice as classroom experi- 
ence, students may successfully learn to repeat by rote the law of supply 
and demand and yet not know whether all prices, most prices, some 
prices, or no prices are actually so determined. They have no way of 
understanding this so-called law, or whether it is indeed a law. Under a 
teacher who provides classroom experience consistent with a field theory 
of learning, and who does not emphasize memorization of isolated con- 
tent, students will have been launched into the concept analysis and em- 
pirical investigation necessary to a determination of whether certain 
prices in their community were actually the result of competitive condi- 
tions as per the law of supply and demand. 

Teachers who are aware of differences in learning theory can choose to 
promote one kind of learning over another. Without knowledge of alter- 
natives, choice is impossible. Unfortunately, teachers’ colleges give little 
attention to issues in learning theory. Textbooks in educational psychol- 
ogy, rather than treat learning theory as such, tend to stress classroom ap- 
plication of assumed psychological principles. Principles can be assessed 
only in terms of a theory. It is also the case that most of the textbooks in 
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educational psychology give slight attention to cognitive objectives such 
as concept attainment. They stress the kind of mental hygiene that relies 
upon proper environment rather than intellectual analysis to cure the 
mental ailments of pupils. Any attention given to learning problems is 
eclectic in its assumptions, or dominantly connectionist. 

The situation in educational psychology is not helped very much by 
what occurs in education courses other than psychology. In many of 
their education courses, prospective teachers encounter a philosophy that 
implies a field psychology; most are not aware that this philosophy is in- 
consistent with the connectionist psychology they learned in educational 
psychology courses. Those who are aware of the conflict but who lack a 
basis for making a choice become victims of ambivalence. They find it 
impossible to move in any direction without a sense of sin. The upshot, 
then, is that students of education either fail to learn that there are more 
or less contradictory explanations of learning, each resting upon different 
assumptions about human nature, and each having its distinctive educa- 
tional and social implications, or having learned all this do not see what 
can be done about it. 


PEDAGOGICAL CONFUSION 


Suppose a teacher does not understand the educational and social impli- 
cations of alternative learning theories. What would be the effect upon 
his classroom practices? We venture the following as predictable conse- 
quences: 

1. Teaching would not be dominated by clear purpose. Where teachers 
are not guided by a clearly understood and chosen theory of learning, we 
would expect their teaching to suffer from aimlessness. Aimlessness is not 
the same as planlessness. Teachers without conscious purposes could still 
develop and follow elaborate plans. These plans could even be prefaced 
by statements of purpose and still lack real point. Such plans would give 
themselves away as soon as one got past the initial statements of purpose; 
not being rooted in an understanding of learning theory, the procedures 
called for would probably not bear much relationship to the stated pur- 
poses. Like some insurance policies, everything would be all right until 
one got to the fine print. Nor does aimlessness imply lack of activity. We 
may imagine classes in which everyone worked diligently, even breath- 
lessly, toward an end which escaped both teachers and students. 

2. Students would be engaged in busywork much of the time. By busy- 
work i is meant the pursuit of tasks which are not clearly related to pur- 
pose. ose. Busy work is the inevitable result of teaching which is not con- 
sciously purposeful. There would be textbook recitation in which arbi- 
trary learnings were required, current-events periods in which students 
read news reports they did not understand or relate to the purposes of the 
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course, films which were irrelevant to anything else the class was study- 
ing, and workbook assignments given for the purpose of keeping students 
quiet while at their desks. 

3. Emphasis on techniques would dominate classroom practice. By a 
technique we mean a practice having to do with skill in performance. A 
technique is supposed to foster smoothness and efficiency of execution. A 
technical emphasis in education means that teachers give a great deal of 
attention to what has sometimes been called “method,” without corre- 
sponding attention to purpose. Put another way, teachers devote much 
time to developing a “bag of tricks.” yf 

No matter what conception of learning dominated teaching, firm 
mastery of technique would be desirable. But in a situation where no 
clearly formulated learning theory dominates teaching, an inordinate 
emphasis on techniques sometimes fills a vacuum. Teachers who lack a 
clear sense of purpose may make a fetish of tricks of execution. One type 
of content serves as well as any as a medium on which to practice their 
techniques. 

4. Without conscious intent teachers would stress repetitive drill in 
their classes. An associationist outlook has historically favored this ap- 
proach. It has called for memorization of verbal associations relatively 
low in meaning (the so-called textbook-recitation method as traditionally 
conceived). Most present-day teachers have been schooled in this sort of 
environment on elementary, high-school, and college levels. Teachers 
without a clearly formulated alternative are likely to drift into an associa- 
tionist practice, and any formal exposure to associationism will almost 
certainly reinforce any such drift. 

Under this kind of drift and influence, teachers concentrate on teach- 
ing a number of verbal associations usually referred to as “right answers,” 
or “the facts.” Students, for instance, are taught that Columbus dis- 
covered America in 1492, that Andrew Jackson invented the spoils 
system, that slavery was a major cause of the Civil War, and that the first 
colonists came to America to escape religious persecution. These re- 
sponses are retained until they have served their purpose at examination 
time and are then discarded. It is difficult for any teacher to break from 
this pattern without a clearly understood alternative before him. So long 
as educational psychologists teach associationism, teachers are unlikely to 
change from the traditional format of recitation and drill. Yet associa- 
tionists regularly decry this traditional concept of teaching. 

5. Social-studies education would ignore value conflicts in the culture. 
Uninfluenced by a clear conception of learning, teachers who encoun- 
tered a conflict in the classroom would lack the necessary methodology 
for dealing with it. They could fall back on an indoctrinative approach 
which is implied in associationist theory. But they might have been 
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sufficiently influenced by their education courses to find this method of 
handling controversy unpalatable. They could, of course, try letting 
students “hash over” problems in a highly permissive atmosphere; but, 
without teacher guidance based upon an understanding of how students 
learn and upon the nature of democratic education, such a class would 
not be likely to resolve value differences. 

The upshot would almost certainly be that, lacking a satisfactory way 
of dealing with controversial issues, teachers would simply stop trying. 
They would stick to content in textbooks, workbooks, course outlines, 
and similar sources of noncontroversial content. And they would try to 
confine what controversy they permitted to enter students’ thinking’ to 
peripheral rather than central issues. 

6. Finally, it can be expected that attempts to be “progressive” would 
meet with failure. In most teachers’ colleges and university departments 
of education a great deal of pressure is put on teachers to adopt modern 
or progressive practices. Since not to try to practice the ideas associated 
with leading figures such as John Dewey, Boyd Bode, or Jerome Bruner 
is to be labeled old-fashioned, most teachers do seriously try—at least to 
some degree. 

Teachers who are not well grounded in a field theory of learning are 
likely to allow their attempts at “progressive” teaching to degenerate into 
some form of rote memory work. Without a solid base in a field theory 
of learning, those who claim to favor a problem-centered curriculum, a 
democratic atmosphere, and a stress on thinking as a way of understand- 
ing social controversy would have difficulty in seeing the real point of 
many potentially constructive measures and little chance of extricating 
students when the new practices flounder in aimless confusion. 


The Issue Drawn 


The issue posed in this chapter may be sharpened by reviewing briefly 
what has been said. Two features of American culture should be under- 
stood by every teacher of the social studies: the widespread presence of 
conflict and the existence of areas largely closed to rational inquiry. 
These two aspects of the culture are closely related. In closed areas, con- 
flicts are more intense and more difficult to resolve than in areas relatively 
open to scientific inquiry. 

The decisive differences between modern totalitarian and democratic 
societies lie in the methods of handling conflict and in the relative number 
of areas closed to rational thought. Again, these two are related. A culture 
which is consistently democratic resolves conflict in all areas reflectively, 
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whereas a totalitarian culture tries to suppress conflict and to preserve its 
many Closed areas. 

The present is a time of moral crisis in that large numbers of persons in 
some nominally democratic nations have come to question certain ideas 
traditionally associated with democracy. They are afraid of their own 
creed. This fear shows primarily in a tendency to reject the method of 
critical inquiry in the realm of social affairs. There seems instead to be a 
growing disposition to flee to some sort of authoritarian principle in areas 
of pressing conflict. 

The schools are implicated in this crisis. In any society, the schools 
serve as an arena in which typical methods of handling conflict are per- 
fected and demonstrated. In a democracy, the schools must remain a 
sanctuary for creative resolution of conflict, which in turn requires the 
practice of critical inquiry in a democratic environment. 

How well the schools discharge their function of perfecting and 
demonstrating the method of intelligence depends in part on how well 
teachers understand alternative learning theories. At present, teachers are 
not learning from teachers’ colleges or university departments of educa- 
tion that they have a choice between the kind of learning that arises from 
reflection and the kind that arises from recitation and drill of the most 
repetitive and mechanical type. They have not come to see the social and 
educational relevance of the kind of teaching that emphasizes the reflec- 
tive testing of acquired beliefs and values. 

The existence of closed areas coupled with a connectionist theory of 
learning has resulted in uncritical transmission of values and beliefs from 
one generation to another. It is not possible for this practice to continue 
indefinitely. The growth of science, the spread of the scientific spirit, and 
the growth of democracy imply that we bring many of our traditions 
under critical scrutiny. The emergence of a field theory of learning gives 
impetus to this emergent spirit of social criticism. The many inconsis- 
tencies involved in beliefs and values within closed areas as well as a 
tendency for certain beliefs to clash with facts established by modern, 
scientific disciplines such as medicine, psychiatry, and social science, 
mean that increasingly, as Myrdal predicted more than twenty years ago, 
beliefs in these areas come under attack. Such attack against old and 
honored belief means, too, that many of our traditional values have come 
to be questioned, even the values of democracy. This criticism of tradi- 
tional values is likely to continue with only temporary setbacks. The 
attempts by McCarthyism or Birchism to label subversive any criticism of 
traditional values illustrate the kind of temporary setback that has as its 
only consequence a fostering of greater degrees of moral uncertainty, 
confusion, and cynicism. 
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The process of extending the method of scientific inquiry into closed 
areas seems likely to continue. If it does, old, uncritically accepted values 
will lose much of their force. This does not mean that values will be re- 
jected simply because they are old, but those that survive reflection are 
likely to have new meanings. New postures more critical even toward 
newly developed norms will prevail. In short, we could have a future 
with fewer closed areas—which is the same as to say that people would 
have become more reflective and democratic. 

To reach such a condition involves a great deal of stress and strain. The 
birth of a more open-minded approach to issues in closed areas will not be 
easy. Many persons will feel that they can find security only by destroy- 
ing freedom of thought and by turning to an authoritarian pattern of 
living as an escape from the troubles of transition. 

Stated, then, in its barest form the issue we have tried to develop is this: 
American society is in turmoil, transition, and crisis. The resolution of 
great conflicts can go either way—democratic or authoritarian. We think 
it is more likely to go democratic. But there is nothing inevitable about 
the survival of freedom. 

Teachers of social studies can help to tip the scales in one direction or 
another by the kind of learning they choose to promote. Choice, not 
drift, should determine our future. Learning which consists primarily of 
conditioned responses is not consistent with the needs of democratic 
citizenship. Although to be expected in any dictatorship, its presence in 
any American school is an anomaly and a mockery. Learning in the asso- 
Ciationist tradition is quite suited to the requirements of a totalitarian 
state, where closed areas are held inviolate and conflicts are erased or sup- 
pressed through an education based upon propaganda and indoctrination. 
The democratic alternative is much greater emphasis upon the develop- 
ment of higher thought processes, with all that this implies for reflective 
examination of critical social issues. 


DISCUSSION QUESTIONS AND EXERCISES 


1. It is generally assumed that Communism is a major threat to the survival of 
democratic values. If this assumption is correct how do you explain the 
fact that study and discussion of Communism is widely feared and opposed 
in America? What assumptions are made by those who appear to feel that 
survival of democracy requires that Communism remain a “closed area”? 

2. Would there be any closed areas in a fully democratic society? Would 
the ideas of democracy in themselves constitute a closed area in the sense 
that people would be discouraged from critical study of them? Do we have 
to indoctrinate something when we teach? 

3- How do you react to the claim that most Americans are confused in their 
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beliefs and values? Are they more confused than at any other time in our 
history? Do we face a moral crisis in America? 

4. Compile a list of subjects which in your community are not freely discussed 
in the public or private schools. Could any of these topics be discussed in 
classes taught by courageous, fair, and objective teachers? Should all these 
topics be studied and discussed by high-school students? 

5. In what ways have attitudes in closed areas changed in your lifetime? 

6. Why do we have associationist teaching in the schools of a democratic 
society? 
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Horney, Karen, The Neurotic Personality of Our Time, New York, Nor- 
ton, 1937. 
Discusses the cultural basis of neurosis. 


Kuun, AuFrep, The Study of Society: A Unified Approach, Homewood, II- 
linois, Dorsey Press, 1963. 


An attempt to synthesize several social-science disciplines for the purpose of 
studying society. Has some interesting material on concept formation, concept 
attainment, and learning theory. Good discussion of the nature of science and 
scientific method. 
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Lynp, Rosert S., Knowledge For What? Princeton, Princeton University 
Press, 1948. 


Deals with cultural patterns in America, and the role of social science in Amer- 
ican culture. This book is famous for its concept of cultural discrepancy, and 
the need to study the inconsistencies of a culture in transition. 


Lynp, Rosert S. and HEeten M., Middletown, New York, Harcourt, Brace & 
World, 1929. 


Lynp, Rozert S. and Heten M., Middletown In Transition, Harcourt, Brace 
& World, 1937. 


Two studies of cultural conflict and transition in a typical American commu- 
nity. Students will find these books useful in their descriptions of conflicts in 
the closed areas. 


Grex Pe Re x) 


Development of Insight 


“| ae FIELD theory defines learning as development of insight. What 
does this theory say about the nature of insight and how it is ac- 
quired? How would a teacher develop insight in the social studies? What 
is the difference between good insight and bad? 


Perception and Insight 


All learning is rooted in perception, and experiments in perception un- 
doubtedly support field assumptions. A person’s understanding of his 
environment, hence his capacity to learn, is based upon his interpretation 
of what comes to him through his senses. Experiments in perception 
suggest that perceptions are not literal descriptions of an environment. 
When a person perceives, he does not merely “photograph” what is there 
to be seen. Each act of perception has its creative element. What a person 
“sees” seems to be a product of at least three factors: (1) the influence of 
past experience, (2) one’s purposes at the time of perception, and (3) the 
object or process in the environment toward which perception is di- 
rected. 

It follows that it is rare for two persons ever to have the same percep- 
tion. Each may give the same name to what he perceives, but the meaning 
of what is seen is different for every individual. Kelley and Rasey say it 
well: “When we behold a tree, we see it in the light of all our tree experi- 
ence. The plainsman sees one thing, the woodsman another. No two 
people see precisely the same thing, and in no individual case does percep- 
tion actually correspond with the tree. It is an interpretation made by the 
individual in the light of his experiences and purposes.” * 

In short, we see in each situation what we are in the habit of seeing and 
what we want to see, and not merely what is “really there.” Another way 
of putting it is to say that we see what we are able to see. Good teaching 
aims to improve our perception by helping us to see what our habits and 
purposes prevent us from seeing. 


* Earl Kelley and Marie Rasey, Education and the Nature of Man, Harper & Row, 
1952, Pp. 32. 
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Although most interpretations of the physical features of our everyday 
world may be presumed to be relatively accurate, when we move into 
areas where intense purpose and strong emotional sets characterize be- 
havior, perception becomes increasingly undependable. In closed areas, 
we tend to be governed by habit and desire rather than by “the facts@ 
Confronted with complex evidence, we select evidence supporting beliefs 
to which we are attached. Teachers of social studies frequently note that 
their students have beliefs and attitudes on social issues which cause them 
to make highly subjective and, from the standpoint of a social scientist, 
often inaccurate interpretations of factual data. Many students find it al- 
most impossible to perceive (1.¢e., admit as evidence) facts which to a 
teacher are conclusive and above dispute. 

The teacher of social studies who says, “My students will have to learn 
some facts before they can do any thinking in this course,” is revealing a 
poor understanding of perception. It is nearer to the truth to say that stu- 
dents must do a great deal of thinking before they can acquire a fact. 
Even professional historians now seem to agree that there are no facts 
without interpretation. 

In a given situation, the perceptions of two or more individuals, al- 
though never the same, may approach a common meaning, and on this 
basis they are able to get along. Sometimes at crucial moments individual 
perceptions diverge so that an impassable gulf is created between per- 
ceived worlds; communication fails, and rational behavior disappears. This 
is particularly likely to occur in closed areas. 

One may come to doubt his own perceptions. When this happens, he 
does not know what to believe. If a situation is unclear—that is, in any 
way puzzling or confusing—a person tries to make sense out of it. Let us 
imagine a boy who is trying to learn how to fly-cast. He takes his rod to 
his backyard and begins to practice. He finds that every time he pitches 
his backcast forward, his line, leader, and fly strike him on the back of the 
neck or head. Sometimes they wrap around his neck. He keeps trying, 
rather aimlessly varying stance and arm motion. Nothing seems to work, 
and he becomes more and more puzzled as to a solution. Suddenly, he 
realizes that on the swing he is pointing the tip of the rod inward. He 
begins to concentrate on keeping it vertical. His next cast is a success. He 
has learned that one must swing his rod in a vertical arc if he is to control 
his cast. 

Discovery of a possible solution to a problem is what field theorists 
mean by a hypothetical insight. It is a sensed course of action with refer- 
ence to a goal and a confronting situation. It is a sensed or imagined “way 
through” or “answer.” This meaning for insight is not the one most 
commonly employed by laymen. We often hear it said that someone is a 
man of “insight—perhaps of “great insight.” This usage assumes that in- 
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sight is “wisdom.” A person of insight, in this sense, is one who knows a 
lot and knows it well. His solutions to problems are the correct ones. In 
contrast, our use of the term does not imply wisdom or its absence. An 
insight may be correct or incorrect, and the aim of democratic education 
is to improve insights by submitting them to thoughtful examination. The 
boy in our illustration had a correct insight, and therefore added to his 
store of knowledge. Moreover, he had a simple and direct test of his in- 
sight which enabled him easily to ascertain its correctness. Many of our 
“solutions” to problems, insightful though they be, often turn out to be 
wrong, that is, not solutions at all. These bad insights will be cast aside by 
rational persons. 

Learning how to fly-cast involves mastery of a motor skill. Ordinarily, 
teachers of social studies, unless they become embroiled in the perplex- 
ities of driver training, are not concerned with the teaching of this type 
of motor skill. Student perplexities more commonly revolve around con- 
cepts, beliefs, and values. In this kind of problem solving it is usually not 
easy for the learner to distinguish between good insights and poor ones. 


INSIGHT IN THE SOCIAL STUDIES 


Many insights are “caught” before words come to express them, and 
sometimes an insight is never given verbal expression. It remains a sense of 
pattern, particularly when learning is primarily motor as in the case of 
the boy learning to fly-cast. A person may improve his golf swing by get- 
ting the “feel” of it without necessarily being able to describe just how he 
has changed his procedure. 

Much of students’ experience in the social studies is as vicarious as 
words can make it. If a student’s social insight is to be tested, then it must 
be “put into words”, it cannot always be tested by direct action. 

Insights put into words are called hypotheses. A hypothesis is the state- 
ment of a proposed solution to a problem. Implicit in it is an if-then rela- 
tionship. All hypotheses may be regarded as insights. Those that pass the 
test of evidence are said to be true insights. They add to one’s store of 
knowledge. 

A teacher of social studies may set the stage for development of insight 
by asking a question that identifies a discrepancy in belief. He may ask: 
“Why do some of the people who believe in free enterprise support fair- 
trade laws?” This question will not make sense to any student who lacks 
an understanding of the concepts, free enterprise and fair-trade laws. If 
this understanding is lacking, the teacher will have to explain the concepts 
in one way or another. Once a student understands the concepts, he will 
be as perplexed by the inconsistency as his teacher wants him to be. The 
student will wonder why people who want competition seek to destroy 
it. His learning goal is to understand why persons who claim allegiance to 
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free enteprise (defined as a system of free, competitive pricing) support 
retail price maintenance, and indeed, many other forms of price-fixing. 

He cannot solve this rather complex problem without recourse to a 
number of previously verified insights. In order to keep our illustration 
simple, let us examine only one of the dozens of possible hypotheses 
which might be adduced to explain the apparent contradiction. Suppose 
the student thinks of this explanation: Retail-price-maintenance laws do 
not effectively prevent free pricing. How did he get this idea? Let us as- 
sume that it is original to him. Even so, there must be a particular back- 
ground on which to draw; otherwise, he would not be able to imagine 
such an explanation. Perhaps he has had experiences with merchants in 
which they have evaded legal price maintenance by granting generous 
trade-in allowances. He has generalized from these experiences, assuming 
that it is a rule of doing business to grant such price concessions. Perhaps 
he has also had experiences with mail-order houses whose products were 
not fair-traded but yet were generally available. To him, merchants are 
persons who evade fair-trade laws or persons whose merchandise is not 
covered by fair-trade legislation. We see, therefore, how it was possible 
for him to achieve the above insight. Whether it is a good insight or not 
depends on two things. Does it have the support of all relevant evidence, 
and is it pertinent to the discrepancy he wishes to explain? These two 
questions can become one: Will his idea, if it turns out to be true, explain 
or remove the contradiction? 

Education has been defined by John Dewey and others as the recon- 
struction of experience. The foregoing illustration shows how this may 
occur. If the student, upon testing his insight, decides it is a poor one, his 
conception of what merchants do will change. If he finds support for his 
insight, his present conception of merchants will be fortified and perhaps 
expanded—merchants will be persons who prevent fair-trade laws from 
stifling competition. 


TESTING AN INSIGHT 


There is a tendency to generalize insights. When a person has an in- 
sight, he is likely to assume that it will work in similar situations in the 
future. Suppose, for example, that in studying a particular situation I 
hypothesize, “Jerry became a shoplifter because he felt unwanted by his 
parents.” If this hypothesis stands the test in Jerry’s case, then I am likely 
to reason further, “Boys who feel unwanted at home may become 
thieves.” Of course, this generalization is suggested, not warranted, by the 
single case. Before generalizations become reliable, it is usually necessary 
that they rest upon a number of specific cases, all suggesting the same 
conclusion. Moreover, human events are likely to have multiple causes. 
Not all thievery can be attributed to parental rejection. 
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Dependable generalizations are usually products of considerable experi- 
ence. Further, they tend to change and develop with the course of expe- 
rience, evolving continuously in the direction of greater usefulness as 
analytical tools and guides to action. 

Tested generalizations have the character of rules, principles, or laws, 
and are assumed to be valid in any future situations similar to those in 
which they were tested. It helps to promote the testing of generalizations 
to cast them in the form of if-then statements. Ordinarily, generalizations 
are made as simple declarative sentences. For example, the declaration, 
“An increase in the quantity of money is likely to produce a rise in 
prices” could also be phrased as, “If the quantity of money in circulation 
is increased, then, prices are likely to rise.” An if-then statement suggests 
the operations to be performed, and therefore throws emphasis upon ex- 
perimental tests. 

There are two basic ways in which a learner may test an insight. First, 
he may check it against the results of experience. An insight may be con- 
sidered supported if it harmonizes all the relevant data known to the 
learner. There are inherent difficulties in this sort of test, stemming from 
the fact that each person is unique and therefore interprets previous expe- 
rience differently. What one person construes as harmonizing support for 
an insight may be thought by another to cast doubt upon it. Tests based 
wholly upon referring a hypothesis to “remembered facts” are highly 
subjective, and not always easily communicable from one person to an- 
other. The influence of individual prejudice is reduced when this kind of 
subjective test is performed by an entire class in the social studies. 

An experimental test is more significant. The aim of an experimental 
test is to see whether, when an insight is acted upon, the predicated re- 
sults occur. The if-then relationship implied by an insight sets the course 
of action. Since the pattern of action and its consequences may be de- 
scribed and similar courses of action tried by other persons, an experi- 
mental test is often easily communicable to others. This is not to say that 
Wwe may not communicate our procedure when we refer a hypothesis to 
the previous facts of experience, but only that experimental tests, by and 
large, are more objectively communicable. An experimental test con- 
stitutes an operational definition of insight. It is the method preferred by 
science today, although scientific workers commonly use both historical 
and experimental tests, checking the results of one against the other. 

In a social-studies classroom both tests are used when an idea is tested 
through use of any data that students can recall from experience, plus any 
additional data they may acquire from research activities. 

If a given insight successfully deduces the data of past experience and 
predicts future outcomes, that insight is true and we have dependable 
knowledge. 
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It may be useful at this point to distinguish between intelligence and 
wisdom. Intelligence refers to acting with foresight, or with regard to the 
future. An intelligent act is designed to achieve a given end. Wisdom, on 
the other hand, stems from possession of a store of tested insights. As the 
product of experience, it represents achievement. The insights of a wise 
individual are more likely than those of the unwise to have the predicted 
results. A person may be intelligent and unwise; but he could not be wise 
and unintelligent; although someone with only moderate intelligence, 
might in time acquire a good deal of wisdom. 

All that we have said about insights and the testing of them should be 
accompanied by two warnings. To act with foresight involves an act of 
faith. This is so because generalizations are never true in an absolutistic 
sense. When we act upon a tested insight, the probability is high that a 
given consequence will follow. But we wish to emphasize the probability 
character of any generalization. Even in the most exact sciences, laws are 
now regarded only as probabilities. 

The second warning has to do with the nature of experimental tests in 
the social studies. It should not be assumed that we refer only to con- 
trolled experimentation as practiced in the physical sciences. Nagel, in 
arguing for the possibility of a social science, has developed the concept 
of controlled investigation as a meaning for experiment. Controlled in- 
vestigations, in his judgment, can produce knowledge that is as reliable as 
that acquired from controlled experiments. An exact science such as 
astronomy relies upon controlled investigation as a research technique. 
One does not run controlled experiments with the universe.” 


The Continuity of Learning 


The first learning of an infant, although we know it to be insightful, in- 
volves considerable fumbling. As learning progresses, the amount of 
fumbling decreases. As a child’s store of tested insights increases, the 
comprehensibility of his world also increases. By the time of adulthood, 
problems are often solved quickly and smoothly by drawing upon tested 
insights. 

Learning is to be regarded, then, as a chain affair—one insight leading 
to another, the latter leading to still another, and so on, ad infinitum. The 
idea of learning as continuity suggests that social-studies teachers who 
wish students to gain insights must build on the insights they already 
possess. Students can learn that their existing beliefs and knowledges are 
inadequate as means for attaining worthwhile ends, and ways in which 

* Ernest Nagel, The Structure of Science, Harcourt, Brace & World, 1961, pp. 
450-459. 
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their attitudes, beliefs, and knowledges may be confused, mutually con- 
tradictory, or poorly grounded. They are thereby motivated to re- 
examine their cognitive structures, in which process they will presumably 
enlarge and refine their background. 

It is necessary to emphasize how important it is for teachers to move 
learners to ever-higher levels of insight. A single act of thought may 
begin with reconsideration of a particular belief or item of knowledge; it 
may end with affirmation or rejection or modification of this same belief 
or knowledge. But in the learning process, additional data are evaluated; 
new facts come to the attention of the learner. His store of tested beliefs 
expands. He “knows more” in the sense both of possessing additional 
quantities of material, factual and conceptual, and of gaining greater 
depth of understanding. Bayles has this same idea in mind when he says 
that teaching should begin with a child’s world of insight and should seek 
progressive expansion of that world in the direction of encompassing a 
child’s world of effect. The world of effect is that part of his environ- 
ment which 1 impinges upon him. It includes not only the local environ- 
ment but also certain aspects of world and national scenes. It includes 
social forces of which he is not in the least aware. It takes in all aspects of 
the environment which he needs to understand in order to live with 
maximum intelligence. In contrast, his world of insight is limited to what 
he is able to perceive and understand at a given level of intellectual de- 
velopment. It is probable that no one ever achieves a world of insight that 
completely encompasses his world of effect. 

Unfortunately, social-studies teachers in the past have often disre- 
garded a child’s world of insight and have begun his education with study 
of a world of effect which to him was remote if not entirely incompre- 
hertsible. In so doing, they have used materials which the students felt to 
be completely unrelated, or but insignificantly related, to their current 
beliefs, values, attitudes, and habits. Such teachers may refer to all class- 
room discussion as the “pooling of student ignorance.” It is not to be 
wondered that their teaching has often been inconsequential. 


INSIGHTS AS TOOLS OF TRANSFER 


A theory of transfer is implicit in the theory of learning which we are 
advancing. Viewed historically, the theory of transfer most compatible 
with our theory of learning is that of Charles H. Judd. Judd asserted that 
transfer is a function of generalization. If a student generalizes a learning 
‘experience by subsuming it under a rule or principle, then, carrying it 
over to future and somewhat different situations is possible. Judd’s con- 


* Ernest E. Bayles, Theory and Practice of Teaching, Harper & Row, 1950, p. 
119. 
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ception is now regarded by some as inadequate because he neglected the 
role of insight and purpose in learning. He assumed that, if a confronting 
situation is favorable, transfer is automatic. Yet there is no reason to sup- 
pose that transfer will occur unless a student has sufficient insight to see 
how he may serve his goal by applying some known principle.* 

Let us imagine a situation identical in all significant respects with earlier 
situations in which a rule or principle was discovered and tested. For 
example, a student has learned that if a merchant stages a succession of 
going-out-of-business sales, there is good reason to suspect that his “sale- 
priced” items are not real bargains. Any time in the future that this stu- 
dent finds a merchant who conducts several such sales, he will, without 
particular reflection, apply the rule he has learned and govern his be- 
havior accordingly. Of course, if such a procedure is to be wise, the stu- 
dent should ascertain beyond question that the circumstances are essen- 
tially the same as those under which he validated the rule. If this requires 
investigation, then, we cannot refer to the situation as nonreflective. 

Fortunately, many types of situations occur repeatedly in essentially 
similar form. The meaning of such situations has become sufficiently 
stabilized to be taken for granted; we say that the situation and its mean- 
ing occur simultaneously. For instance, a motorist enters a busy thor- 
oughfare from a side road. This situation means “danger,” and it calls 
forth without protracted reflection the rule “Stop, look both ways before 
proceeding,” together with appropriate action. It is relatively standard- 
ized situations of this sort which make habits possible. A habit is nothing 
more than skillfully executed application of a rule (often involving motor 
behavior) in a situation wherein invocation of the rule will help a person 
achieve a goal. Habits are not to be regarded as automatic or blindly and 
compulsively repetitive. They are precise adjustments to specific situa- 
tions, they are products of tested insight. If a changed situation requires 
revised insight, adjustments which have never been made before, actions 
change accordingly. In this sense, a habit does not always represent an 
action that has been performed before. Habits at any given time are func- 
tions of a psychological field and are thus rooted in the requirements of 
the present. 

A disposition to reflect may be a habit. (The habit of thinking reflec- 
tively is undoubtedly the most valuable habit which students can be 
helped to develop.) Given a situation in which reflection provides the 
quickest and easiest way to achieve a goal, one who has previously gained 
insights as to the role and method of reflection will reflect without stop- 
ping to debate whether he should. If a goal can be reached successfully 
without reflection, he will not stop to reflect; he will reach the goal in the 
easiest and most direct way which he senses or sees. 

* Bayles, zbid., pp. 96-98. 
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Application without modification of tested insights in order to reach a 
goal is the part of wisdom, provided this is actually the easiest way to 
reach the goal. If, however, the confronting situation is dissimilar at 
crucial points from the situations in which an insight was originally tested 
and found good, it is highly unwise to apply that insight. Because situa- 
tions are seldom alike in all important respects, even the best of tested 
insights must be adjusted as they are applied to a particular situation. In- 
sights undergo continuous test and modification, if a person has the habit 
of coming at life reflectively. We learn in order to continue learning. 


The Role of Facts in Learning 


We have noted that insight leads to generalization. Unless generalization 
occurs, insight can have little transfer value. Learning which cannot func- 
tion in making a person’s behavior wiser is futile. Teaching, if it is not to 
be a waste of effort, must lead to generalization. 

Discrete or single insights or items of information do not by themselves 
have meaning or usefulness. It can mean little to a student to memorize a 
statement such as “Aaron Burr killed Alexander Hamilton in a duel,” un- 
less its connection with some general principle or rule is made explicit. A 
fact can function in thought (reflection) only when it comes to have the 
character of evidence—that is, the quality of supporting or casting doubt 
upon some general idea. The most important aim of social-studies educa- 
tion in a democracy is to help students acquire a store of tested social 
theory, or body of principles, relevant to contemporary social issues and 
beliefs. 

Assertions that cannot be made to function as evidence in supporting 
some insight or its implied general rule are arbitrary statements or arbi- 
trary associations. Philosophers and other students of inquiry have called 
them insignificant facts as distinguished from data that are significant for 
purposes of theory building. They lack the character of data or evidence. 
This means that they must remain largely isolated, set apart, and discon- 
tinuous from a learner’s world of action and belief. 

There is no question, of course, but that arbitrary statements can be 
learned. We know that students do learn them, often great numbers of 
them. If it serves the purposes of a student to memorize arbitrary, non- 
transferable associations, he can do so—provided that they make some 
sense to him. Even nonsense syllables can be memorized. Experiments 
show, however, that such syllables cannot be memorized unless the 
learner sees or imposes upon them some kind of pattern. Likewise, a sen- 
tence such as, “Robespierre was an important figure in the French Revo- 
lution,” may be committed to memory by a student who understands, 
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however vaguely, the meaning of some of the words and has a nebulous 
sense of Robespierre as a man in a revolution. 

It is probable that even learning of this kind produces change in in- 
sights, but not in the insights which teachers hope to communicate. It is 
sometimes claimed that arbitrary associations may gain significance after 
they are memorized. But their immediate significance is likely to lie in 
their being seen as instruments by which to “pass tests,” “win diplomas,” 
or gain some other goal unrelated to the literal content of the statements 
themselves. Students may even form the insight that schools are places 
where significant questions and beliefs are meticulously avoided. When 
individual teachers ask significant questions, these students have to recon- 
sider their conception of a school. 

The claim that students may later discover in memorized statements 
connotations not seen at the time of memorization, makes relevant a dis- 
cussion of the background misconception. Teachers commonly assume 
that students must acquire background information before they can be 
expected to think or to test their insights. They conceive of the mind as 
a kind of container, into which discrete facts may be poured to be stored. 
When needed at some later time as grounds for generalization, these facts 
may be sorted quickly and appropriate ones extracted for use in thinking. 
In short, it is assumed that one may learn facts at one time, and generalize 
from them at another. It is doubtful that any pedagogical claim is less 
tenable than this one. 

Facts memorized solely for future use, in isolation from their use in 
present thinking, are seldom retained for very long, and their transfer 
value is close to nil. When they serve their immediate purpose of securing 
teacher approval, they are quickly forgotten. The fact that forgotten 
facts can be relearned in less time than it took to learn them for the first 
time is a relevant observation only if we intend to keep students in school 
situations forever. 

The social-studies curriculum, as it is now constituted, largely consists 
of factual content that is irrelevant to any generalizations that students 
might bring with them to school. Much textbook space is devoted to de- 
scriptive matter consisting largely of detached or isolated facts. If the 
facts occasionally bear upon generalizations of any sort, the generaliza- 
tions are likely to encompass matters which are difficult, if not impossible, 
to relate to attitudes and beliefs held by the students. Particularly, it is 
uncommon to find factual data or generalizations that throw any light on 
the meanings of student beliefs, values, and concepts in the closed areas. 

Fortunately, many students do a great deal of thinking without teacher 
stimulation or guidance. Many students can and do incorporate facts into 
their thinking, when they see relevance, and in ways not understood by 
their teachers. Students learn in some situations in spite of textbooks and 
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teachers, and the mental processes by which they learn are quite different 
from those which their teachers assume to occur. 

To summarize, there is only one role which facts can play in meaning- 
ful learning: to function as evidence. If they do not, they may perhaps be 
memorized and retained for a while, but their meaning and future useful- 
ness will be slight. 


READING AND THE LEARNING PROCESS 


We have described learning as a process by which a person in an un- 
clear confronting situation seeks interpretations of the situation which 
will enable him to cope with it. A learning experience involves the kind 
of interaction between a person and his environment which transforms 
both. The environment changes in its meaning as the learner acquires new 
rules by which to respond to it. 

John Dewey on occasion claimed that learning as insight arose from 
problematic situations. He defined such situations in these terms: “Unless 
there is something doubtful, the situation is read off at a glance; it is taken 
in on sight; i.e., there is merely perception, recognition, not judgment. 
. . . But if it suggests, however vaguely, different meanings, rival pos- 
sible interpretations, there is some point at issue, some matter at stake. 
Doubt takes the form of .. . controversy within the mind. Different 
sides compete for a conclusion in their favor. ... Every judgment 
proceeds from some such situation.” ® 

Does this theory imply that students do not learn from reading unless 
what they read supplies ideas or data useful for understanding some prob- 
lem? Suppose that a group of students reads that twenty-seven babies 
starved to death in their city during the past year. Have they learned any- 
thing? The information is new to them, and it will be seen as useful in- 
formation by anyone for whom understanding his community is a 
learning goal. There are many items of information not in our possession, 
and for which we feel no particular need. But as soon as any of these 
items are brought to our attention we see instantly their relevance to a 
generalized need to be better informed. A great deal of information is no 
doubt acquired in just this way. How long it is retained must depend 
upon something more crucial, however, than a need to be informed. The 
existence of this generalized need does not imply, however, that any or all 
information is welcome. Students who read widely, for example, are not 
alike in respect to what they acquire or retain. It is even possible for a 
student to read many pages of information without retaining anything at 
all. Very likely he retains only information that impresses him; and he is 
probably impressed most by information that supports or refutes one of 
his more firmly held convictions. 

° John Dewey, How We Think, Heath, 1933, p. 121. 
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As we have stated before, a field theory of learning is concerned with 
the meaning of facts, and individuals can vary widely in their perceptions 
and interpretations. Some students may even perceive as a fact what 
others reject as ungrounded opinion. Is it a fact that twenty-seven babies 
starved to death last year? Or is this an opinion circulated by those who 
want to cast our community in a bad light? Were these deaths prevent- 
able? Or inevitable? What can be done toward reducing the incidence of 
infant deaths? Can anything be done? Should anything be done? Would 
policies for reducing infant deaths have other consequences, some of 
which might be worse than infant deaths? Obviously, the total meaning 
of any item of information is open to dispute. It is the task of a social- 
studies class to select the most valid meanings for the facts confronting 
them. 

It is important to the teaching of social understanding that a teacher 
know how a student responds to a given fact, whether that fact is en- 
countered in a reading assignment, or in some other form. Does the stu- 
dent accept as fact only that information that supports what he already 
believes? How does he react to a fact that conflicts with his convictions? 
Does he reject its truth, or wonder about the adequacy of his beliefs? 

If a teacher can use information to create and resolve problems, the 
information that is learned will usually be better understood, longer re- 
membered, and more functional in students’ lives. Provided that problems 
are not so intense and formidable as to produce neurotic responses, the 
more keenly a problem is felt the more highly motivated students will be, 
and the better the quality of learning that takes place. 

The learning “problems” commonly presented in social-studies text- 
books, courses of study, unit plans, and workbooks are problems only to 
the person preparing the material, if to him. It is not unusual to read a list 
of “problems” such as the following: 


To learn about the public utility companies of your community. 

To see how many articles devoted to farming and rural life appear in the local 
newspaper. 

To find out how many ways there are to send money from one city to 
another. 

To find out what instructions are given to Boy Scouts for the protection of 
forests. 

To learn more facts about life insurance. 

To determine the advantages and disadvantages of good roads.® 


It is unlikely that any of these would actually be a problem for stu- 
dents. A problem is personal and intimate, and cannot be transferred 
easily and directly from one person to another simply by saying that it 

* These “problems” come from an actual list brought to the authors’ attention. 
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exists. Each problem “belongs” to someone. This is not to say that many 
persons may not share the same problem; they often do. But each person 
in the group must feel the problem to be of significance to him personally 
as well as to others; otherwise, no problem exists for him. Problems vary 
in intensity, of course—some create but a mild tickle; others cause an 
impelling itch. 

The most impelling problems appear only when a student feels that a 
currently held belief is somehow in jeopardy. The tendency in education 
to label the most nonproblematic activities and projects “problems” stems 
from the associationist tradition in psychology, and evidences a misunder- 
standing of what a problem is. Problem solving was never well under- 
stood by the older associationist psychologists. 

The intensity of felt problems rises sharply as beliefs and attitudes of 
students become involved. The most effectual learning emerges from | 
situations where cherished beliefs or attitudes are felt to be at stake. In | 
such situations the principle of continuity of learning is always operative. 
It is this type of situation which the authors recommend as most desirable 
for learning in the social studies, and it is toward achievement and exploi- 
tation of this type of situation that most of the rest of this book is di- 
rected. The recommended chronological progress of this pedagogy may 
be diagramed as follows, and this schematization, since it portrays learn- 
ing typical of the most effectual teaching in the social studies, will be 
assumed throughout the book: 


BELIEF 
(Preconception) 


J 


DOUBT 
L 
IDEAS 
(Insights or Hypotheses) 


TESTS 


| 
Vv 


TESTED BELIEF 


Conflict and Consistency 


It is essential, at this point, to show the bearing of intrapersonal conflicts 
on the type of learning situation we are proposing. An imtrapersonal con- 
flict, as defined in Chapter 1, is a sensed incompatibility of outlook which 
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places an individual in disagreement with himself. A person may feel a 
problem without experiencing intrapersonal conflict, as when he is 
merely puzzled or doubtful. But the appearance of conflict is normally 
regarded as a problem for persons experiencing it. There seems to be a 
drive toward harmony in human nature, once disharmony is recognized 
as such. Awareness of inconsistency or of inner conflict makes a person 
feel uncomfortable; it thus creates its own learning goal.’ 

That the urge for consistency does not appear more often may be ex- 
plained by the fact that much inconsistency has not been discovered to be 
such by inconsistent persons. Myrdal has provided an explanation of why 
this is so. According to him, valuations exist at differing levels of general- 
ity. Our central beliefs and values, which include what Myrdal labels the 
American Creed, represent the more general valuation. For example, 
many Americans tend to value equality—but at a high level of abstrac- 
tion. On the other hand, some of the same persons practice racial dis- 
crimination and segregation. But their beliefs concerning segregation are 
on a more specific, or less general, level. ‘This explains why Americans so 
often profess high ideals but regularly violate them in practice. Specific 
practices often remain intellectually unrelated to ideals. Stereotypes, con- 
ventions, and compartmentalizations help us to ignore these inconsis- 
tencies. Myrdal maintains, however, that the spread of knowledge, 
changed material conditions, changed technology, and growing inter- 
dependence of society are exposing such inconsistencies to more and 
more persons. As inconsistencies are revealed, people tend to seek new 
equilibriums in their valuations. Myrdal believes that these new equilib- 
riums normally embrace the more general, or abstract, valuations.® 

But not always. Some people, when faced with intrapersonal conflict 
involving an ideal and a specific behavior, resolve the conflict by rejecting 
the ideal. One who favors equality and segregation and who comes to 
see them as inconsistent may reject equality. We assume that democratic- 
reflective study of such issues is more likely than unreflective procedure 
to resolve them in the direction of fuller commitment to democratic 
ideals. Our position advocates reflective reconstruction of beliefs as a 
means of clarifying and preserving the central ideals of democracy; it 
is in a large sense, therefore, a “conservative” outlook. It is conservative 
in a further sense: awareness of inconsistency without opportunity for 
reflective resolution theoretically might eventuate in accumulation of 
unmanageable and frustrating conflicts, which in turn might produce 


7 Max Wertheimer, Productive Thinking, Harper & Row, 1945, pp. 198-200. Also 
see Leon Festinger, A Theory of Cognitive Dissonance, Stanford University Press, 
1957- 

* Gunnar Myrdal, et al., An American Dilemma: The Negro Problem and 
Modern Democracy, Harper & Row, 1944, vol. I, pp. 75-77; vol Il, pp. 1031-1034. 
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violent social disturbances. Myrdal, for example, sees reflective resolution 
of conflict as an antidote to revolutionary impulses. 

Our position has significant implications for the problem of mental 
health, as noted in Chapter 1. When individuals hold mutually contradic- 
tory beliefs and attitudes, neurotic conditions may result. A reflectively 
oriented social-studies curriculum which focuses on a study of the perva- 
sive ideological or moral issues of the culture should have the effect of 
preventing absorption of unrecognized conflicts and should also give stu- 
dents basic habits helpful in resolving conflicts which are recognized. Al- 
though we do not maintain that social-studies teachers should try to play 
the role of psychiatrists, we feel strongly that reflective study of closed 
areas in our schools would have a “preventive-hygiene” effect and over 
the long run would reduce our many national schizophrenias. 

We feel these generalizations to be warranted: (1) The learning prob- 
lems capable of producing maximum motivation, maximum learning, and 
maximum transfer grow out of awareness of intrapersonal conflict, 
whether in the closed areas or elsewhere. (2) Reflective study of such 
conflict, more than any other type of study, holds promise of improving 
the mental health of individuals, of producing commitment to democratic 
ideals, and of leading to orderly and peaceful social change. 

Questions which ask students to explain what, in terms of their present 
concepts, is unexplainable may create problematic situations. Until me- 
chanical teaching and learning have discouraged them, youngsters have an 
abundance of natural curiosity. We have known relatively immature 
youngsters to become highly interested in trying to answer questions 
such as, If millions of persons in India are starving, how may we explain 
their refusal to kill cattle for food? and, How may we explain the fact 
that in some places Eskimos have wastefully destroyed the natural re- 
sources on which their own lives depend? Of course, such questions will 
not produce thought if the principle of continuity of learning is violated; 
there must be, in the background of students, belief or knowledge which 
can provide a basis for hypothesization. 

Even junior-high-school students can have their interest in ideological 
questions developed. We may promote such interest by raising questions 
about matters of belief. For example, it is common in the United States to 
require study of the Federal Constitution in the seventh or eighth grade, 
as part of either civics or American history. Teachers have difficulty mak- 
ing study of the Constitution meaningful at this grade level. Learning is 
often mechanical and lifeless. 

But suppose a teacher opens discussion of the First Amendment with a 
description of attempts to have comic books censored, or of present 
policies with regard to television or movie censorship, or perhaps of re- 
strictions placed upon freedom of students to study controversial topics. 
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Then suppose he asks, “Do you feel that comic-book censorship violates 
the First Amendment?” or “Are restrictions on the freedom of students 
to study certain topics unconstitutional?” or, in the case of the Fifth 
Amendment, “What is meant by the expression, Fifth-Amendment 
Communist?” Even among junior-high-school students, approaches of 
this type are likely to generate interest in conflicts in beliefs and atti- 
tudes. 

For students of junior and senior high school we recommend that, in as 
far as possible, social-studies learning be approached through the medium 
of mutually contradictory beliefs, attitudes, and values. With ingenuity 
of teaching, probably all socially important issues confronting Americans 
may be approached through reflective analysis of the beliefs and attitudes 
students have acquired from out-of-school environments. It 1s generally 
possible to help students expand their world of insight to encompass more 
nearly their world of effect through the study of ideological questions. 


DISCUSSION QUESTIONS AND EXERCISES 


1. How should a teacher proceed with a student who cannot perceive the 
“facts” in a closed area? Can such perceptual failures be remedied by good 
teaching? 

2. What does it mean for teaching to say that students do not agree on what 
the facts mean? 

3. Do you agree with the idea that facts are useless unless they are seen as 
relevant to the testing of a hypothesis? 

4. How is it possible for a person to hold contradictory or inconsistent beliefs 
without knowing that he does? By what techniques can a person conceal 
from himself such confusion? 

5. Should a teacher awaken latent but unrecognized conflicts? 

6. Is it necessary that students learn facts before they can be expected to 
think? 

7. Can students learn facts without thinking? Can students learn facts from 
thinking? How do your answers to these questions affect your conception 
of student background, and how background may be enriched or deep- 
ened? 

8. What is a problem? Can we have problems without having doubt? Is it 
possible for teachers to create doubt? Can they stimulate thinking without 
creating doubt? 
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CHAPTER 3 


Reflective Thought as Teaching Method 


op DEVELOPMENT of improved insight in students depends on 
whether teachers can induce students to think reflectively. Most 
teachers say that they want their students to think, and hopefully they mean 
reflective thinking. Only a few are able to implement the wish. No doubt 
there are many reasons for this discrepancy between aim and accomplish- 
ment. Teachers have other objectives which they allow to compete with 


that of thinking, and by the time these are accommodated no time is left” 


for thinking. Many teachers do not understand reflection well enough to 
promote it, and in our view this is the main reason why it is usually absent 
from classrooms. If teachers understood reflection, that is, knew what it 
is and what conditions give rise to it, they would be able not only to pro- 
mote it, but to relate its use to other objectives. These objectives then 
would not compete with thinking. There are few objectives in the social 
studies, or in any other school subject, that cannot be achieved by use of 
reflection as a teaching method. 


Reflective Thought Defined 


The oldest and still the best discussion of reflective thought is to be found 
in John Dewey’s How We Think, a book first published in 1go9, and still 
used as a basic reference in philosophy courses. Early in this book Dewey 
states clearly his meaning for reflective thought. “Active, persistent, and 
careful consideration of any belief or supposed form of knowledge in the 
light of the grounds that support it and the further conclusions to which 
it tends constitutes reflective thought.” ? Dewey then clarifies this mean- 
ing of thinking by comparing it with three other meanings found in 
common usage. 

One meaning people have for thinking is the “uncontrolled coursing of 


1 An excellent reference which describes the use of reflection as a teaching 
method in a variety of subjects and grade levels is Ernest E. Bayles, The Theory and 
Practice of Teaching, Harper & Row, 1950. Another good reference is William H. 
Burton, Roland B. Kimball, and Richard L. Wing, Education for Effective Thinking, 
Appleton-Century-Crofts, 1960. 

* John Dewey, How We Think, Heath, 1933, p. 9. Italics in original. 
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ideas through our heads.” A teacher never has to stimulate deliberately 
this kind of thinking. Reverie, or daydreaming, or building castles in the 
air is a common occurrence. As Dewey puts it: “. . . In this sense, silly 
folk and dullards think. The story is told of a man in slight repute for 
intelligence, who, desiring to be chosen selectman in his New England 
town, addressed a knot of neighbors in this wise: ‘I hear you don’t believe 
I know enough to hold office. I wish you to understand that I am thinking 
about something or other most of the time.’” * Everyone has something 
on his mind every moment. Teachers do not have reverie in mind when 
they express the wish that their students would do more thinking. 

Another common meaning for thinking refers to things “not sensed or 
directly perceived.” It is not always possible, or particularly significant, 
to distinguish this kind of thinking from the free flow of ideas associated 
with reverie. The imaginative stories we invent and narrate exemplify this 
kind of thinking. 

A third meaning for thinking makes it synonymous with believing. As 
when a man says, “I think Mary is unhappy.” This meaning differs from 
the other two in that everyone recognizes its contact with reality. But it 
confuses product with process. Thinking leads to belief, but many of our 


_ beliefs have not been acquired or tested by thinking. Many of our beliefs, 


observes Dewey, have been “picked up from others” and we accept them 
only because they happen to be current, not because we have “examined 
into the matter.” Our minds have taken no active part in “reaching and 
framing” such beliefs. 


THE NATURE OF PREJUDICE 


Two men may hold that there are no inferior races. One man can pro- 
duce no evidence for his belief. Perhaps he comes from a “liberal” family 
in which this belief prevails. We say that his belief, although true, is un- 
grounded. The other man may be able to define his terms, state his as- 
sumptions, declare his values, and marshal his evidence. His belief, al- 
though the same as the other man’s, is different. In addition to being true 
it is grounded. It is intelligently held. It belongs to the man; and the man | 
is not possessed by it. We refer to the first man’s belief as a prejudice 
even though it reflects a favorable view of Negroes. In Dewey’s words, it 
was not reached “as the result of personal mental activity, such as observ- 


\ ing, collecting, and examining evidence. Even when they happen to be 


4 


' correct, their correctness is a matter of accident as far as the person who 


entertains them is concerned.” 4 
Teachers who are concerned only with correctness of belief can 


* Dewey, tbid., p. 4 
* Dewey, ibid., p. 7. 
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purvey as much prejudice as they seek to destroy. It is not uncommon in 
the physical sciences for teachers to expose and correct misconceptions. 
Teachers of social studies may take an identical approach to students’ 
social prejudices. The trouble with this procedure in either area is that it 
may simply substitute one set of beliefs for another. Students may be 
wrong in many of their beliefs. A teacher may be correct in most of his. 
But if his beliefs crowd aside and take the place of students’ beliefs 
without any reflective activity on their part, the new beliefs are not likely 
to be any better grounded than the ones that were displaced. They there- 
fore function as prejudice. 

Equally bad, if not worse, is a situation in which a teacher with 
prejudiced beliefs is at work. He may try to “correct” students’ beliefs 
that are more correct than his, although not necessarily any better 
grounded. Or he may reinforce those incorrect students’ beliefs with 
which he happens to agree. In either case, a reduction of prejudice, if we 
define prejudice as ungrounded belief no matter how correct it may be, 
fails to take place. Because schools prize recitations in which many “right 
answers” are regurgitated, and because teachers in such schools com- 
monly view themselves as unprejudiced authorities on prejudice, it is not 
surprising to find that public-high-school graduates are seldom able to 
defend or fully justify their beliefs. 


Reflective Thought and Scientific Method 


Reflective thought, then, is thought controlled by an end. Its basis is 
grounded and tested belief. Its purpose is not reverie or storytelling— 
although both contain elements of reflection, and either may develop into 
a full-fledged example of reflection. As many see it, there is no essential 
difference between reflection and the scientific method of inquiry. But 
there may be reflection that uses criteria other than scientific ones, as a 
person’s way of arriving reflectively at a definition of democracy, or the 
“proof” of a geometrical theorem from basic premises.® Moreover, the 
term scientific carries a meaning for some people which is less suited to 
our purposes than does the term reflective. “Science” implies white- 
gowned technicians, microscopes and telescopes, chemical tables, cyclo- 
trons, and computers. It suggests precise measurement, use of mathe- 
matics, controlled experimentation, and a large amount of esoteric 
wizardry. “Reflection,” on the other hand, refers to the essential but non- 
gadgetlike features of science, and to an attitude of mind and a general- 
ized set of mental operations with which to approach all problems, 
whether social or physical in nature. 
° This is not to deny that such reflection is logical. 
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Any act of thought, depending on how complete it is, progresses from 
belief, to doubt, to idea, to testing of idea, to verified belief or conclusion. 
This process is outlined below. 

Recognition and Definition of a Problem. A problem is usually an out- 
growth of a sensed discrepancy in data or beliefs. Because students vary 
somewhat in their perceptual fields they do not always agree in their 
definition of a problem. Teachers find it difficult to get a problem defined 
so that it is the same problem for everyone in the class. They find it even 
more difficult to create a problem. To feel that a problem exists, students 
must come to realize that one or more of their beliefs is inadequate. 
Everyone holds tenaciously to his beliefs, and resists any challenge that 
would create real doubt as to their meaning or truth. The subject-matter 
switch, to be discussed in Chapter 8, is one of the more effective tech- 
niques for shaking strongly held beliefs and for getting a problem 
created. 

Formulation of Hypotheses. A hypothesis is any idea which, if true, 
would explain a given discrepancy in data or belief. “Thinking up” a 
hypothesis puts strain on the imagination and knowledge of students. The 
more unimaginative a group of students is, the less practice they have had 
in reflection, the skimpier their knowledge, the more assistance they re- 
quire from a teacher. A no-hypothesis situation is quite common in class- 
rooms. Another difficulty at this stage is to get hypotheses stated in a 
form that permits evidence to go to work. This is more than a problem of 
form. Substantively speaking, certain kinds of knowledge are beyond a 
reflective test. When these kinds of knowledge function as sources of 
hypotheses, the results are untestable ideas. The difference between test- 
able and untestable ideas, and what to do about the difference, will be dis- 
cussed in some detail in Chapter 6. 

Elaboration of Logical Implications of Hypotheses. At this stage, a 
problem solver asks: If my hypothesis is to be rated true, what else would 
have to be so? The first step toward testing a hypothesis is to deduce any 
statements contained within it. Every hypothesis, and indeed every de- 
clarative sentence, implies or predicts further ideas. If someone says, “I 
think it is raining,” he is implying wet streets.6 The prediction, wet 
streets, is checked by observation. To discover dry streets would force 
one to give up his hypothesis or find a reason why streets might be dry 
during a rain. On the other hand, wet streets would not prove that it is 
raining, one could settle upon rain as an explanation only when one’s ob- 
servations have ruled out other possible explanations. Hypotheses of an if- 
then nature are valuable as guides to direct the search for evidence. 

Testing of Hypotheses. A hypothesis is tested by throwing against it 


° This example is taken from H. Gordon Hullfish and Philip G. Smith, Reflective 
Thinking: The Method of Education, Dodd, Mead, 1961, p. 68. 
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whatever pertinent knowledge the problem-solving group possesses or is 
able to acquire. It is usually inefficient for a group to try to “solve” a 
problem by discussion alone. Discussion will enable members of a group 
to pool their knowledge accumulated from past experience, and some- 
times this collective accumulated knowledge is complete enough to 
warrant reaching a conclusion. When it is not, then the group must seek 
additional data from such sources as observation, experimentation, library 
study, and consultation with authorities. 

Drawing of a Conclusion. ‘This stage involves acceptance, rejection, or 
modification of a hypothesis in light of evidence used in testing it. 


The purposes of reflection will be defeated by a teacher who regards 
the above five steps as mechanical procedures to be followed in a certain 
order. The unit plan that assigns the first week to problem identification, 
the second to formulation of a hypothesis, and so on through the list is 
too rigid to permit genuine reflection. Any act of thought will have its 
discursive moments, and even its phases of reverie. Thinking can not be 
put on a schedule, and there will be much backing and filling in any 
problem-solving experience. We shall have more to say on this point 
when we distinguish between authentic and pseudoproblem-solving. 


The Reflective Classroom 


We have said that a teacher whose only concern is with “right answers” 
or “correct belief” may discourage reflection and thereby the improved 
insights of grounded belief. Dewey had in mind such danger when he 
issued this warning: 


The operation of the teacher’s own mental habit tends, unless carefully 
watched and guided, to make the child a student of the teacher’s peculiarities 
rather than of the subjects that he is supposed to study. His chief concern is to 
accommodate himself to what the teacher expects of him, rather than to devote 
himself energetically to the problems of subject matter. “Is this right?” comes 
to mean “Will this answer or this process satisfy the teacher?” instead of mean- 
ing “Does it satisfy the inherent conditions of the problem?” It would be folly 
to deny the legitimacy or the value of the study of human nature that children 
carry on in school, but it is equally undesirable that their chief intellectual 
problem should be to produce the answer approved by the teacher, and that 
their standard of success should be successful adaptation to the requirements 
of another person.* 


This is important prescription and it is sometimes interpreted to mean 
that a reflective classroom does not seek right answers. No interpretation 


* Dewey, Op. cit., p. 61. 
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could be more wrong. Ignorant teachers cannot function as effectively as 
knowledgeable ones. A teacher of thinking will not accept every answer 
as right. Neither will he dismiss a wrong answer peremptorily, and thus 
fail to capitalize on its learning value. It is a teacher’s treatment of an 
answer, whether it be right or wrong, that determines whether a student 
engages in reflection. Through a line of questioning a teacher and his 
students can ascertain whether an “answer” is understood so well that 
they can provide a ground for it. The following anecdote describes a 
teacher’s approach to a wrong answer when reflective thought is a matter 
of teacher concern. In this anecdote, the student who was wrong even- 
tually achieved a correct response; in addition, he learned the basis of his 
correctness: 


A student, for example, once offered the suggestion that “vapor condenses 
when the temperature rises.” The answer was given honestly, and the teacher, 
instead of saying, “No, that is wrong, you tell us, George” (and George and 
several others were waving hands to indicate they knew the answer to be 
wrong), initiated a line of questioning to compel the student to “do battle” for 
his answer. The teacher pointed out that when a person wearing eyeglasses 
steps into a warm room on cold days the glasses steam over. He then asked if 
the suggestion accounted for this fact. The student proceeded to show that the 
air within the roof was warm and that, therefore, a rise in temperature was the 
cause. When questioned about the sweat on an ice pitcher in the summer, the 
hoarfrost on a man’s mustache in the winter, the dampness of refrigerator pipes 
in warm weather, the steam on windowpanes in the winter, and the regular 
phenomenon of frost, the student demonstrated, to his own satisfaction in each 
case, that a rise in temperature was the cause. Warm air surrounded the 
pitcher; the man’s breath was warmer than the air he breathed; warm air com- 
pletely surrounded the refrigerator pipes; the air within the room was warm, 
and, hence, that air closest to the windowpanes condensed; the warmth of the 
earth caused the regular coating of frost on nights when cold air hovered over 
the ground. 

The student was eagerly matching wits with the teacher, and, as the process 
continued, the rest of the class visibly took sides, although not overtly partici- 
pating. The teacher, it is clear, kept bringing varying facts to bear on the sug- 
gestion, knowing that in each instance the student would weave his web 
stronger by explaining them in the light of his hypothesis. Obviously, it was up 
to the teacher (or to the class, had he turned to them) to furnish a crucial case, 
a specific instance, in which the hypothesis would not stand up. Unless this 
could be done, the student must be conceded to have a plausible answer to the 
problem of condensation. Finally, therefore, the teacher described the case of 
steam escaping from a boiling kettle, and, as before, the student continued with 
his hypothesis, though with less assurance. When the teacher started to ask 
why clouds were overhead if his were the right explanation, the student sud- 
denly shouted, “Vapor condenses when there is a lowering of temperature.” 
He then quickly reviewed, under the direction of the teacher, all of the inci- 
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dents he had misinterpreted to show that in each case the cause had been a 
lowering of temperature.® 


In the above example, how did the teacher produce thought? A prin- 
ciple or hypothesis was supplied by a student. It could have come from 
the teacher or a textbook. This principle was tested against a number of 
cases, each familiar to most students. Only when the hypothesis failed to 
explain one of the cases was it revised. Teacher and student then reviewed 
all the cases, showing that a new hypothesis accounted for them. 

Some teachers make elaborate plans called units in which provision for 
problem-solving experiences is included. This science teacher may or may 
not have had such plans. We make no brief for or against the planning of 
units. But this anecdote illustrates the fact that any teacher may promote 
reflection within a standard recitation provided he is alert enough to 
know what to do with a student answer that conflicts with established 
knowledge. 

There are teachers who regard it as a waste of time to help a student 
discover a better insight. Thinking takes time, and many teachers prefer 
to tell a student that he is wrong and offer reasons why. Such teachers 
would rather save time than promote thought. 

Reflective thought is also possible in the social studies, even though 
principles may not be as well established, in every case, as they are in 
natural science. The following example illustrates a teacher’s successful 
attempt to get reflection, starting with a factual statement in a textbook. 
The particular statement chosen by this teacher was as prosaic as most 
standard social studies content: 


Let us suppose a world history course in which students have encountered 

. the statement ... “Alexander crossed the Hellespont with 35,000 men 

and began the series of conquests that quickly made him master of Darius’ em- 
pire.” 

In the actual course of events, this statement would be “believed” in the 
limited sense of “not doubted,” but nobody would be likely to care much one 
way or the other about it, except on the off chance that an examination might 
call for its regurgitation. .. . 

Suppose, however, that the teacher raises the question, “Could that sentence 
be a misprint? Surely it doesn’t sound reasonable that 35,000 troops could 
conquer a land containing many millions of people.” 

That much is enough to get the flow of hypotheses started. “Maybe there 
weren't so many people in those days.” Investigation will bear this out, but not 
in sufficient degree to explain Alexander’s conquests. “Maybe his army in- 
creased as he went along.” Investigation supports this also—at least, a student 
can readily find out that Alexander trained some 30,000 of his conquered sub- 


* Hullfish and Smith, op. cit., pp. 198-199. 
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jects in Macedonian military techniques,—but again the explanation is quantita- 
tively inadequate. “Maybe the people had no weapons.” But Macedonian 
weapons were not particularly complicated, as the student can readily discover. 
Vast numbers of peoples armed with only equipment for hunting, farm imple- 
ments, clubs, and stones could make a fair showing against a small army. How- 
ever, a new question could be introduced by the teacher, namely, “Why didn’t 
Darius see to it that every household contained the simple weapons of his 
Cay reas 

Sooner or later, someone will discover that the ordinary inhabitant of an 
Asiatic empire never took part in wars at all—that he apparently cared not at all 
who ruled over him. By the time a student has found out why, and has come to 
compare the passive helplessness of the natives of Persia with the vigorous self- 
defense against Persia carried on by the Greek cities a century and a half 
earlier, and perhaps to wonder what had enabled Alexander to conquer those 
same Greek cities, the comparison with the present scene will have become 
painfully obvious. . . .® 


A teacher of social studies, then, may treat even the most meaningless 
of factual content in a way that shifts student attention to ideas in propo- 
sitional form. The fact, that “Alexander crossed the Hellespont with 
35,000 men and began a series of conquests,” leads into a consideration of 
the idea that “People will not fight to maintain a government in which 
they believe they have no stake.” It is this shift from facts to suggested 
ideas and the testing of those ideas with facts that characterize a reflective 
classroom. This kind of classroom can exist in history and the social 
studies as well as in science. 


The Conflict Between Knowledge and 
Student Belief 


Clearly, a teacher who favors thinking will also favor the “right answers” 
to which thinking leads. It is necessary for this teacher to settle in his own 
mind what constitutes a desirable relationship between his knowledge and 
student beliefs. This relationship, presumably, should not do violence to 
the process of thinking or the pedagogical conditions that give rise to 
it. 

There are actually three variables involved here—knowledge, teacher 
belief, and student belief. Teachers as well as students may believe much 
that is not so. And students as well as teachers may believe much that is 


°Alan F. Griffin, A Philosophical Approach to the Subject-Matter Preparation 
of Teachers of History, Unpublished doctoral dissertation, Ohio State University, 
1942, pp. 179-181. 
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so. Whenever there is a clash between teacher belief and student belief, 
an objective observer will want to know whose knowledge is pitted 
against whose ignorance. Let us not forget that a reflective classroom 
defines knowledge as grounded belief. Without ground a correct belief 
does not qualify as knowledge. 

A conflict between what students believe and what social scientists and 
historians know is a common occurrence in social studies classrooms. 
Sometimes this interpersonal conflict passes unnoticed because a teacher, 
as well as his students, does not have the relevant knowledge. Or, even 
more commonly, a teacher with the knowledge fails to see its relevance to 
the beliefs students have just expressed. In both cases, an opportunity to 
promote reflection has been missed, and ignorance has been preserved. 

Some teachers, although aware of the conflict, may fail to promote 
reflection because their valuing of student opinion has been placed in 
opposition to their valuing of knowledge and thinking. These teachers 
Jean over backwards to avoid imposing their beliefs (knowledge) upon 
students, because they hold to the belief that teachers have no right to 
change what students believe.t° They are reluctant to play God, or to 
claim that their beliefs are better than any others. 

They may also believe that it is undemocratic for a teacher to try to 
substitute his beliefs for those held by students. They quote the demo- 
cratic ideology incompletely when they say that “every one is entitled to 
his own opinion.” This understanding of democracy is sometimes accom- 
panied by a belief that history and the social sciences are lacking in firmly 
established knowledge. Such teachers stand in awe of mathematics and 
physical sciences. An unfavorable comparison is made between physical 
sciences and social, leading to extreme tolerance of everyday opinions, 
which are taken to be no worse than the “theories” and “hypotheses” of 
social scientists. 

High-school students are quick to take advantage of this extreme 
tolerance. They begin to act as if their rough-hewn opinions had consid- 
erable merit. The social-studies classroom becomes a place where one 
does not have to be prepared. Discussion takes the place of scholarship. 
Students talk back, or argue with the teacher. Any student who has not 
been cowed or drugged by the public-school bureaucracy will argue with 
a teacher over acceptance of any idea that conflicts with his common- 
sense convictions. 

This argumentative stance contrasts starkly with the attitude com- 
monly taken by the same students in a mathematics or physics class, 


© Many of these same teachers will not hesitate to try to change the way students 
behave! 
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where they are humble, and receptive to the teacher’s knowledge. There 
is usually an eagerness to learn what the physics teacher knows, rather 
than a tendency to doubt his sanity, as is the case when a teacher offers 
socialism or free love as an hypothesis. 

The student belief that a teacher does not know very much may be 
particularly prevalent in a history course where the subject matter lacks a 
technical vocabulary. Nothing can awe a student quite as effectively as 
the special vocabulary of mathematics or physics. Physics, moreover, can 
point to a variety of inventions and other technological achievements as 
proof that physicists really know something, whereas a history teacher 
can only talk vaguely about social understanding. The students will not 
know, of course, that good physicists never point to invention as proof 
that their pudding is worth the eating. 

The tendency of students in the social studies to talk back can be 
converted by the teacher into an advantage. From such argumentation he 
may at least acquaint himself with what students believe—information 
useful to any teacher who wants students to think reflectively about their 
beliefs. In order to promote reflection, however, he will find it necessary 
to go beyond the mere airing of opinions. He will want to create in as 
many students as possible some kind of intrapersonal conflict in place of 
the interpersonal conflict that pits student against student, or students 
against teacher. To do this he must have confidence in his knowledge. 
Such confidence can be achieved by a teacher as he learns to distinguish 
between his knowledge and his prejudice. Even the best-prepared teach- 
er will have some ungrounded beliefs in his possession. Unless he is 
aware of this and can make the distinction, a teacher can be permissive or 
restrictive in his attitude toward student beliefs, but he cannot be a 
teacher of thinking. 

The problems of student resistance to knowledge and a teacher’s ten- 
dency to be permissive without submitting student beliefs to a reflective 
test can exist in science as well as social studies. It is possible for the con- 
tent of a natural science to conflict with a student prejudice. There is no 
doubt that students of biology who wnderstand the concept of evolution 
often simply refuse to believe it. Some teachers are satisfied with this 
understanding, and do not press for belief. Many of these students per- 
form well on national scholarship examinations. The “knowledge” that 
enables them to pass examinations is kept in a separate compartment 
where it cannot play havoc with their fundamentalist religious views. 

Any teacher who would help students to formulate a philosophy of life 
consisting of beliefs and understandings that hang together and make 
internal sense will try to break down compartmentalizations of all kinds, 
and will not settle for a state of affairs in which what a student learns has 
nothing to do with what he really and truly believes. 
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THE PSEUDO-REFLECTIVE TEACHER 


Any skepticism that students bring to a social-studies classroom can 
have a healthy effect upon their intellectual and moral development. 
Teachers often wish that their students were more critical of ideas than 
they actually are. Teachers committed to reflection want this criticism to 
be directed at ideas, not at sources of ideas. They do not want students to 
accept—or reject—any idea simply because it originates with a teacher or 
some other authority. Unfortunately, not all teachers are able to live up 
to this commitment; those that fail may be called pseudo-reflective 
teachers. 

A common reason for this failure is that it is always difficult for a 
teacher to question a student answer that his knowledge or prejudice tells 
him is correct. The most common practice is for a teacher to question an 
answer only when he finds something wrong with it. This practice not 
only means that students are able to make correct responses without 
understanding; it also means that students are failing to learn to use 
thinking as a way of getting and testing answers. The following anecdote 
is a good illustration of a kind of teaching that treats “right” answers 
one way, and “wrong” answers another: 


The writer vividly recalls observing a teacher who avowed as her sole aim 
the development of independent thinking among her pupils. The class had 
embarked upon the discussion of such current events as happened to be 
treated in the weekly paper to which they subscribed for this purpose. The 
lead story was on the then-current coal strike. A boy in the class delivered 
himself of the idea, “If miners would be sensible with their money, instead 
of throwing it all away on whiskey, they’d find that their wages were more 
than they need.” 

The teacher moved in fast. Under a barrage of well-placed questions, the lad 
admitted that (1) he had no idea how much a miner was paid; (2) he had no 
firsthand knowledge of the personal habits of miners; (3) his sole source for 
the view he had announced was a muttered reaction of his father’s at the break- 
fast table; (4) he doubted that his father had any actual information on either 
of the relevant points; (5) he recognized that one ought not to make such a 
drastic or sweeping generalization unless he had facts to back it up. So far, so 
good. 

The next reaction came from a girl who remarked with deep feeling that 
whenever men strike they lose money, and that this fact so disturbs wives as to 
upset their home life very seriously. “So,” she concluded, “I think that when- 
ever men strike they must be in the right, or they wouldn’t do a thing that’s 
going to be so unpleasant for them.” The writer’s eyes were on the teacher as 
he waited for this avowed foe of the facile generalization to swing into action. 
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All that the teacher did, however, was to beam and announce solemnly, “Helen, 
that’s what I call a very nice insight.” 14 


Students who happen to agree with this teacher will not learn much. 
Those who disagree may learn a great deal, at least about thinking. What 
is needed in this classroom, and indeed in any classroom that takes 
reflection seriously, is a set of criteria by which to determine when an 
answer is right. Teacher approval of an answer, even when that approval 
is based upon sound knowledge, is an inadequate criterion if we want 
students to base their answers upon thinking. 

The criteria are to be found in the following rules or axioms which are 
applied when a person decides reflectively in favor of one idea over 
another: 

1. Whenever one belief or conclusion is accepted in preference to 
another, it is presumed that reasons exist for its acceptance. The grounds 
for acceptance may be scant, but so long as they are better than the 
grounds any competing belief can offer, they justify its acceptance. 

2. Conclusions are always made provisionally. All knowledge is as- 
sumed to be relative, in the sense that no question is closed to reexamin- 
ation provided that a reason to reexamine develops. This does not mean 
that one may not establish laws or principles which are assumed to be 
valid indefinitely. Such laws are not absolutes so long as there is 
willingness to reopen the question of their validity, whenever there is 
reason to doubt their adequacy. 

3. Conclusions are consistent with each other. Contradictory beliefs can 
never be true at the same time. This does not mean that one may not 
switch from one belief to another which is incompatible with it. 
Changing one’s mind is not an example of inconsistency; a person is 
inconsistent only when he holds two opposites at once. He can hold 
opposites without knowing that he does, through the practice of com- 
partmentalization. A person should not switch from one belief to another 
unless new evidence or new insight makes this change necessary. Finally, 
he should not confuse contrariety with contradiction, one belief may be 
inconsistent with another without being its exact opposite. 

4. All pertinent evidence known to the investigator is scrutinized 
before conclusions are drawn. Obviously, pertinent evidence which is 
unknown to an investigator cannot be utilized. If the “investigator” is a 
high-school social-studies class, the burden of seeing to it that pertinent 
evidence is not overlooked rests heavily upon the teacher. Hence, the 
necessity that teachers be knowledgeable, and able to keep prejudices 
out of the investigation. An investigator looks at all pertinent facts known 


*% Alan F. Griffin, “The Teacher as Citizen,’ Educational Leadership, October, 
1952, Pp. 7- 
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and available to him, no matter how unpalatable some of them may seem. 
There is never a slanting, ignoring, or distortion of data to prove a point. 
Taboos and ungovernable prejudices do not mix with a reflective ap- 
proach. 

5. The authority for a scientific conclusion is to be found in perceiv- 
able phenomena, which suggests observation and experiment. This is 
sometimes construed to rule out mystical experience. Whether mystical 
experience is always hallucinatory, or whether it may represent for a 
small portion of our people contact or involvement with an “other- 
worldly” realm, is a matter of some dispute. A reflective person does not 
like arbitrarily to rule out any kind of evidence. He prefers the idea of 
openness in which anything is possible. But without better evidence than 
is now available he will remain skeptical of mystical claims. This means 
that one tends at present to accept the old logical-positivist view that the 
ultimate authority for any conclusion is to be found in natural phe- 
nomena. Evidence which is purported to come from a world other than 
the “here and now” is viewed with suspicion. 

6. All operations must be performed openly and in a fashion which will 
enable others to repeat the same procedures. Each act of reflection must 
be able to supply its own recipe, so to speak. Stated in another way, the 
methods of an investigator must be subject to operational description. 
The term publicly verifiable best describes the method of reflection, and 
its data.!¢ 

A teacher who understands these criteria can communicate them to 
students as a better basis than teacher authority for determining the 
adequacy of an idea. Of course, they will not want to accept these criteria 
simply because a teacher has recommended them. These criteria can be 
compared with alternative conceptions of truth, and in doing so the 
adequacy of the scientific method becomes an object of student inquiry. 
Whether science can answer all our questions, or whether there are 
methods that can answer a question that science cannot answer becomes 
the heart of such inquiry. It is here that revelation, intuition, extrasensory 
perception, and even simple religious faith become issues. 


Pseudo Problem-Solving 


Reflective teaching is problem-centered teaching. Those who advocate a 
problem-solving method sometimes encounter stiff opposition. But just as 
common is the kind of assent that says, “But I have been doing that for 


# For an excellent discussion of these rules, particularly the rule of public verifi- 
ability, see Max C. Otto, “Scientific Humanism,” Antioch Review, December, 1943. 
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years.” One gets the same kind of assent when he advocates a unit 
approach. A closer look at this assent suggests that many of our prob- 
lem-solving practices omit problems and reflection. Much teaching is 
pseudo problem-centered, and should be clearly labeled as such. What is 
commonly labeled problem-centered teaching takes the form of organ- 
izing a block of instruction around what a textbook writer, curriculum 
expert, teachers’ curriculum committee, classroom teacher, or someone 
else has decided is a problem. There is something self-defeating about 
putting a problem in a textbook. The fact that students have read a 
chapter entitled, The Farm Problem, does not mean that they have a 
problem, unless it is the problem of understanding what the chapter 
says—or, what is more likely the case, the problem of figuring out what 
the teacher wants them to note as important in the chapter. 

A problem, as we define it, is felt by someone. It belongs to someone. 
Many of the problems that are covered in a problems course are not felt 
as problems by most students. In fact, many teachers do not feel these 
problems as problems. To feel a problem is to be aroused psychologically 
to the point where one wants to learn enough about it to do something 
about it. This feeling has two components, dowbt and concern.1> These 
components are both intellectual and emotional in their content. Any 
attempt to create a problem without arousing students emotionally can 
only result in a pseudo problem. When students are disturbed, upset, and 
perhaps even angry, they are closer to having a problem than will ever be 
the case in classes that are free from the clash of ideas. 

We have authentic rather than pseudo problems in classrooms when 
students sense inadequacies or incompatibilities in their beliefs, concepts, 
or values. We have said that this may disturb or upset students. It may 
even make some of them angry. Whether they are too disturbed or too 
angry to reflect will depend upon classroom climate; a problem to be 
discussed in some detail in Chapter 9. A classroom in which students have 
not been upset to some degree can never be problem centered, for 
students will not have the doubt and concern associated with feeling a 
problem. Sometimes a teacher can create the necessary doubt by pre- 
senting data sharply relevant to and in conflict with a belief held by a 
substantial number of students. This technique will work if students see 
the data as data, and see its relevance to something that they believe. 

Another technique that sometimes works is to develop in students 
through questions a recognition that one of their deeply cherished beliefs 


* Some writers object to the term doubt. They believe that doubt leads to cyni- 
cism, skepticism, nonbelief. They may have in mind religious doubt, and have offered 
as alternatives such terms as perplexity, puzzlement, wonder, and uncertainty. We 
make no brief for one term over another as long as the concept is communicated. 
Much of this word picking boils down to what Sidnev Harris has called antics with 
semantics. 
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is in conflict with another of their deeply cherished beliefs. This 
technique is especially effective as it places conflict within students, and 
not between students and teacher. This is where the conflict must exist 
for a problem to be felt. Unless students feel uncertain and inadequate in 
some respect, they will not feel a problem. Students will feel frustrated, 
however, if in addition to feeling a problem they feel that there is no 
hope of solving the problem. 

Some teachers avoid the big social problems, and have students work on 
some school problem that is amenable to pupil manipulation—for ex- 
ample, developing a form of student government that has a genuine voice 
in running a school. Teachers argue that students are interested in such 
problems but are not interested in unemployment, war, poverty, and 
prejudice as problems. We deny that this is the case. Students can be 
terribly bored by the immediate problem, and deeply interested in the 
large social problems, or vice versa. It all depends on whether either is felt 
as a problem, and this depends on whether student convictions have come 
to be doubted. If a student doubts the meaning or truth of one of his 
convictions, he is almost certain to be concerned. But problems that 
merely puzzle him, whether they be immediate or remote, may not create 
any concern in him at all. 

Elizabeth Berry, in a discussion of some of the problems of teaching 
English, has described the difference between pseudo and authentic 
problem-solving. Her comment is relevant to social studies as well as 
English. She offers as an example of pseudo problem-solving the English 
teacher who conducted a unit on “The Role of the Newspaper in the 
World Today.” The teacher began by announcing to the students that 
they were going to study a unit on newspapers. She spent most of the 
time on the first day telling them why such a unit of study was important 
to them. On the second day the class, under teacher leadership, developed 
a list of objectives. Their objectives paraphrased the arguments made by 
the teacher on the first day. Then the teacher announced some activities 
which if pursued would lead to the achievement of agreed-upon objec- 
tives. The activities were taken up and completed in systematic fashion. 
For each activity the teacher supplied materials and prescriptions in pro- 
fusion. Newspapers were read, news items were discussed, letters were 
written to editors, and articles were prepared for the school newspaper. A 
local reporter spoke to the class, and proved so delightful that the class 
had no doubts as to the importance of the press. The letters written to 
editors were first graded, and then presumably mailed. Some time was 
even given to vocabulary drill in order that students might increase their 
understanding of news reports and editorials. The unreflective nature of 
the entire enterprise is revealed by the fact that at no time did the teacher 
question the accuracy of a news report. She conveyed instead the impres- 
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sion that anything in print is probably so. In the concluding evaluation, 
the students agreed that they “‘had learned how to read a newspaper,” and 
“recognized the importance of reading, and expected to confirm their 
interest by making a daily reading of the newspaper a part of their lives.” 
The last act of the teacher in this unit was to announce that “it was time 
to move on to another unit, which would be a study of Macbeth.” ™ 

Berry taught the same unit quite differently. Because she wanted 
students to become critical readers as well as improve their language 
skills, she addressed the unit to the student belief that anything in print is 
true. She began by making available reprints of reports on the same sub- 
ject from three different newspapers. The three articles were read and dis- 
cussed separately, one at a time on successive days. At the end of the 
third day the students were genuinely puzzled, and spent most of the 
fourth day wrangling over the truth. Out of this discussion came a 
definition of a problem that was not announced or imposed by the 
teacher. Next, the teacher planned with the group some activities that 
might enable them to answer the questions involved in their problem. 
These activities were of the sort that make students active as researchers 
and problem solvers. The unit took them not only to the library but into 
the community. They studied not only newspapers and newsmagazines, 
but semantics and the press as a social institution. One student stumbled 
on the technique of comparing an original article with the condensed ver- 
sion in Reader’s Digest. Many of their activities resembled those carried 
out by the first teacher, but the spirit in which they were performed was 
different because the students were confused and concerned over the 
question of what to believe in a newspaper, and how to determine what to 
believe.15 

In this chapter we have defined reflective thought, we have set forth its 
stages, and we have illustrated it with examples. We have also set down 
some methodological rules by which to determine whether one answer is 
better than another. We have finally warned against the pitfalls of 
mechanical and false problem-solving. Despite this warning many teach- 
ers will miss the message, and thereby misinterpret and misapply our 
theory. Perhaps, one more thing needs to be said. A teacher who wants 
students to reflect upon what they believe will fail to achieve this objec- 
tive if he is unwilling to reflect upon his own beliefs. When we ask 
students to think, we ask them to entertain alternatives to what they 
already believe. If a student differs with a teacher in some belief, he is 


* Elizabeth Berry, “The Unit Process,” The Educational Forum, March, 1963, p. 
364. 
* Ibid., pp. 364-366. 
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asked to consider the teacher’s belief as an alternative to his own. He may 
even be asked to consider more than one alternative. In effect, he is asked 
to treat his belief and the teacher’s belief as hypotheses, with no 
prereflective edge given to either. We cannot ask students to reflect upon 
alternatives without asking ourselves to do the same. To follow any other 
course of action will suggest to reflective students that teachers advocate 
reflection for others, but not for themselves. 


DISCUSSION QUESTIONS AND EXERCISES 


1. A student cannot think about every idea he reads, hears, or holds. There 
isn’t that much time or motivation in anyone’s life. Most teachers only ask 
for thinking when they encounter an “incorrect” belief in a student. What 
are the consequences of this teacher habit? What are the consequences of 
a teacher’s failure to question an “incorrect” belief? What beliefs should 
a teacher question? 

2. Does a person think reflectively when he: (a) writes a short story or poem, 
(b) draws a picture, (c) constructs a chart or graph, (d) reads a map, 
(e) debates a proposition, (f) studies a school assignment? 

. What is the difference between authentic and pseudo problems? 

4. On what basis can a reflective teacher determine whether a student answer 

is wrong? 

5. How can a reflective teacher keep his prejudices under control? 

6. How can a reflective teacher free students from dependence upon teacher 
approval? Is this possible under a grading system? 

7. Should a reflective teacher ever express his opinions to his students? 


Ww 
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CHAPTER 4 


How to Teach a Concept 


\V.Véeaiee WE discussed on pages 76 and 77 the methodological rules by 
which to tell correct from incorrect answers, we may have seemed 
to imply that all content consists of generalizations or singular statements 
that can be tested by citing evidence. Actually, there are several kinds of 
content, each represented by a different kind of statement, or sentence. 
Any teacher glancing at the pages of his textbook can identify at least four 
kinds of statements—concepts, generalizations, singular statements (some- 
times called “the facts”), and value statements. Concepts define some 
feature of a situation. Generalizations explain a total situation or sum- 
marize a large body of data. Values function either as justification for a 
course of action or as a basis for rating objects, events, persons, or 
situations. Simgular statements are identical with the arbitrary associations 
discussed in Chapter 1. These latter have little value to the thinking 
process except as they are given some kind of order in the construction of 
concept or generalization. Concepts, on the other hand, are the basis of all 
thinking and knowing. (Teachers sometimes say that thinking is impos- 
sible without facts. It is more to the point to say that thinking is im- 
possible without concepts.) 

It is not unusual for a methods textbook to treat the teaching of 
concepts and generalizations as if they composed a single instructional 
task possessed of a single internal logic. It is our argument that the logic 
of a concept differs from the logic of a generalization, and that both 
differ from the logic of valuation. One cannot teach a concept with the 
same strategy that is appropriate to teaching a generalization, even though 
a concept may be viewed as a certain kind of generalization. Likewise, 
one cannot teach values in exactly the same way one would teach 
descriptive concepts or generalizations. In this chapter, we will discuss 
the problems associated with attempts to teach concepts. In Chapter 5, we 
will discuss problems associated with teaching generalizations, and in 
Chapter 6, we will discuss the problem of values. 
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Distinctions Between Concepts and 
Other Statements 


The distinctions made between concepts, generalizations, and values 
correspond to the distinctions drawn by philosophers between analytic, 
synthetic, and valuative assertions. 


FACTS 


The most naive mistake a teacher can make with concepts is to confuse 
them with facts. In one study, an attempt was made to rate according to 
relative importance 938 “concepts” in United States history. Nearly 
every alleged concept in the list is a factual statement such as “Chris- 
topher Columbus, attempting to reach Asia by sailing west across the 
Atlantic, discovered America in 1492.” This statement, taken as a whole, 
is not a concept or a generalization. It is what most philosophers would 
call a singular statement, or a fact. Concepts are not facts. There is a 
difference between teaching facts and teaching concepts. We use facts in 
teaching concepts but it is possible to “teach” many facts without teach- 
ing a single concept. 


GENERALIZATIONS 


Another confusion arises when concepts are defined as generalizations. 
Such expressions as “people migrate when they are hungry,” or “generals 
are babes in politics,” or “bad money drives out good,” or “the welfare 
state undermines individual initiative” are often labelled concepts. Ac- 
tually, they are generalizations. We look upon generalizations as lawlike 
statements which express a relationship among concepts. The general- 
ization, “deficit financing contributes to inflation under conditions of full 
employment,” is a lawlike statement expressing a relationship between the 
concept “deficit financing,” and the concepts, “inflation” and “full 
employment”: i.e., “If the national government practices deficit financing 
under conditions of full employment, then inflation of a certain kind is 
likely to result.” 


CONCEPTS 


These distinctions suggest that a concept “defines.” The verbal expres- 
sion of a concept is a definition. Some concepts, however, are almost 
never expressed verbally. Bruner comes closest to our meaning when he 
defines a concept as a category.1 He would have us think of a concept as 


* Jerome Bruner, et al., A Study of Thinking, Wiley, 1956, p. 1. 
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a basket into which we put those objects that belong together because of 
the attributes they are said to share under a given system of classification. 
A category includes within it a range of discriminably different items 
which are treated as if they are the same. For example, many discrim- 
inably different wars are placed together in a category called civil war. 
This is done in accordance with certain criteria. Bruner calls these criteria 
the defining attributes of a category. A particular war can be classified as 
a civil war only by first defining civil war according to its attributes, and 
then showing that the war in question has those attributes. 

Bruner has said that “to categorize is to render discriminably different 
things equivalent, to group the objects and events around us into classes, 
and to respond to them in terms of their class membership rather than 
their uniqueness.” ? All social science has classification as its basis. 


Concepts as Inventions 


We are accustomed to the view that science is devoted to making dis- 
coveries, to finding out what the world and universe are really like. More 
accurately, science invents concepts, which are creative ways of struc- 
turing our perception of reality. Without the invention of concepts, 
science could not make its “discoveries.” Even discovery is an invention, 
in the sense that we never know whether a discovered truth will survive 
all future tests and is therefore truly a part of reality. 

The artificial nature of concepts, as well as the necessity of their 
invention, is illustrated by Bruner in the following way: It has been 
estimated that there are more than seven million discriminable colors. A 
person “perceives” most of these in a lifetime. But if asked to give names 
to different colors one is forced to give the same name to many different 
colors. No one has a vocabulary of seven million color-words. A typical 
person may have no more than a dozen colors in his vocabulary; and 
seven million colors can be forced into a dozen categories only by 
pretending that quite different colors are the same. 

We simplify our environment and the signals from it by imposing an 
order or pattern that includes a manageable number of categories. For 
purposes of everyday living, no more is required. Without a manageable 
number of categories, the formation of insight would be very unlikely, if 
not impossible. Teachers, on guard against oversimplification, are not 
always aware that simplification is necessary to intelligent behavior. 
Without simplification, our environment would be intolerably complex 
and practically meaningless. It is, of course, possible to carry simplifica- 


* Ibid. 
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tion too far. We all have heard of the old-time doctor who was able to fit 
all sickness into two categories: “If you can see it, put iodine on it. If you 
can’t, give the patient a dose of salts.” This doctor oversimplified medical 
diagnosis, as many of his dead patients would testify if they could. 

The theoretical power of a concept is proportionate to the number of 
testable and tested insights derivable from it. That is, the strength of 
a concept depends upon the number of established relationships between it 
and other concepts. Bruner says the same thing when he asserts that “the 
test of the invention is the predictive benefits that result from the use of 
invented categories.” 3 


Kinds of Concepts 


Concepts have been classified in three ways—according to their nature, 
their use, and their certainty. Bruner has suggested that, classified 
according to their nature, there are three kinds of concepts: the con- 
juctive, the disjunctive, and the relational. Teaching strategy should be 
affected by the kind of concept involved. 


CONJUNCTIVE AND DISJUNCTIVE CONCEPTS 


A conjunctive concept is defined by the joint presence of several 
attributes. Most of the research on the teaching of concepts has dealt with 
this kind of concept. A good example of a conjunctive concept is social 
class when it is defined according to a person’s occupation, source of 
income, neighborhood, and type of housing. 

A disjunctive concept is defined by alternate attributes. A good 
example of a disjunctive concept is citizen. A citizen may be defined as a 
person who was born in this country, or whose parents were born in this 
country, or who has passed certain examinations. Another example would 
be a strike in baseball. A strike is a pitch within a certain zone, or a pitch 
that the batter misses when he swings, or a pitch that the batter hits 
outside the foul lines when the count on him is less than two strikes. 

Note that a conjunctive concept connects attributes with “and”; a 
disjunctive concept separates them with “or.” We typically learn a 
conjunctive concept by looking for elements that are common to several 
examples of the concept. The “old mathematics” taught the concept of 
triangle by confronting the student with an array of triangles, each one 
very different from the others, and asking him to determine what all the 
triangles had in common. This is good teaching strategy if triangle is a 
conjunctive concept. 


®* Ibid., p. 7. 
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It would be a mistake to try to teach a disjunctive concept in this way. 
Imagine an American trying to teach an Englishman an understanding of 
the antics on a baseball field. He might start with an attempt to teach the 
concept, strike. After each strike, he might say to his English friend, 
“That was a strike!” If the Englishman then tried to invent a concept of 
strike based upon an attribute or set of attributes common to all strikes, 
he would fail and likely feel that baseball was too complicated to under- 
stand. This kind of frustration will be created in a student when a teacher 
tries to teach a disjunctive concept as if it were conjunctive. 

For example: A standard dictionary meaning of imperialism reads, “the 
policy of extending the rule or authority of an empire or nation over 
foreign countries, or of acquiring and holding colonies and dependencies.” 
According to this definition, imperialism is a disjunctive concept. One 
could have, then, instances of imperialism that would lack a common 
meaning. Some teachers handle this problem by talking about different 
kinds of imperialism. Students will nevertheless wonder whether the 
different kinds have anything in common because they generally assume 
that all concepts are conjunctive. 

We do not know how many concepts in social science are disjunctive. 
There are probably a great many, as this is characteristic of infant 
sciences. Bruner cites dermatology as an example: The large number of 
sensitivity tests necessary in order to identify an allergy indicates that 
medical science has not been able to find a substance common to all 
allergy-producing agents. The possibility that there is no such substance 
will not deter scientists from looking for it. Any science that possesses 
disjunctive concepts will strive to reduce them to conjunctive ones, and it 
is easy to see why. If a concept is defined by the presence of attributes a, 
b, and c, it is then possible to infer much from little. From a knowledge 
of the presence of any one of the three attributes we can infer the 
remaining two, provided that we know the class membership of the 
object before us. We cannot do this with a disjunctive concept. 


RELATIONAL CONCEPTS 


Although scientists prefer conjunctive to disjunctive concepts, they 
have an even stronger preference for relational concepts. This kind of 
concept is defined by a relationship among attributes. The numerical laws 
of physics is one example. Density is defined as mass divided by volume. 
If we know the values for two of the attributes, we can compute the 
other. Bruner has used as an example, income-tax bracket, defined as a 
relationship between level of income and number of dependents. 

It is easy to confuse the relational concept with generalizations. Our 
earlier statement that there is a testable relationship between deficit 
financing, inflation, and full employment is not a relational concept but a 
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generalization. An example of a relational concept would be full employ- 
ment defined as a relationship between number employed as a percent of 
the labor force, length of work week, and per capita productivity ex- 
pressed in constant dollars. The difference between a relational concept 
and a generalization is best seen in the way that each is developed and 
grounded. A concept structures the facts, while a generalization is based 
upon the facts. As we said before, the difference between concepts and 
generalizations reflects the philosophical distinction between analytic and 
synthetic content. 


Concepts as Analytic 


Synthetic content, sometimes called contingent statements, includes those 
assertions whose truth depends upon the evidence. A contingent state- 
ment is any assertion about which it can be said, “It could be true, but it 
might be false.” The fact that it could be false makes its truth contingent 
upon evidence. Analytic content consists of definitions and axioms. These 
are the formal and necessary truths in any field of knowledge. Analytic 
statements can never be shown to be false. A self-evident statement such 
as “a person cannot be in two places at once,” is a good example of 
analytic content.+* 

The axioms of Aristotelian logic also exemplify analytic content. Math- 
ematics is entirely analytic, although its content can be applied to the 
empirical world. Definitions and axioms are beyond the reach of empir- 
ical test. As Hullfish and Smith have put it, they remain true, come what 
may in experience. This does not mean that we do not change our con- 
cepts on the basis of our experience with them. When a theory becomes 
useless, intelligent men discard it. 

The term analytic can be misleading. To say that a statement is analytic 
rather then synthetic is not to say that it arises from analysis, from taking 
things apart, or that it results from a process different from synthesis. 
Both analytic and synthetic statements can be analyzed. We can provide a 
warrant for either kind of statement—the difference in how each is 
grounded has great bearing on how we teach. 


Classroom Procedures for Teaching Concepts 


The statement that ‘bachelors are unmarried males” expresses a concept. 
How would a teacher proceed if his students doubted its “truth’’? If they 
* For an excellent discussion of analytic and synthetic statements, how they differ, 


and how each may be grounded, see H. Gordon Hullfish and Philip G. Smith, Reflec- 
tive Thinking: The Method of Education, Dodd, Mead, 1961, chaps. 5 and 6. 
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doubted the truth of a synthetic statement such as “married males live 
longer than unmarried,” recourse to evidence would be the only appro- 
priate procedure. But doubt or dispute over the meaning of bachelorhood 
could not be resolved in this way. No teacher would be foolish enough to 
suggest “Let’s make a survey of our local community and find whether 
any of our bachelors are married.” Yet many teachers do make the 
mistake of trying to “test” a concept with evidence when its analytic 
character is not so obvious. This mistake is easily made by teachers who 
do not know the difference between a definition and a proposition. 

How should a teacher treat any analytic statement, if it is a definition, 
and his purposes are reflective? What activities would he suggest to his 
students? What questions would he ask? And what would be the point of 
his questions and suggested activities? 

In general, we can say that he would want to guide the class toward 
answers to such questions as, Can the statement be made more clear and 
precise in its meaning? Is the assigned meaning customary or unusual? Is 
the definition too broad or too narrow? He might also be interested in a 
comparative study of different meanings for the same term, and the prac- 
tical results of such difference. He might keep in mind as a guide that, as 
Hullfish and Smith have said, the concepts of science are more explicit, 
precise, rigorous, abstract, general, and systematic than those of common 
sense. 


EXTENSIONAL AND INTENSIONAL MEANINGS 


It contributes to the clarity of a definition, or concept, to distinguish 
between its extensional and intensional meanings. A precise definition 
states the meaning of a concept in terms of its characteristics. This gives 
the intensional meaning of a concept, and is what Bruner means by 
concept attainment, learning the properties of a category. When we can 
do no better than to offer examples as definition, we limit ourselves to 
extensional meaning. The Beardsleys have expressed the difference this 
way: “The extension of a word is the set of things to which it 1s applied, 
according to a rule; the intension is the set of characteristics that things 
must have in order for the word to apply correctly to them. The exten- 
sion of ‘city’ is London, Paris, New York, Berlin, Tokyo, Moscow, 
Nairobi, etc. The intension of ‘city’ is (roughly) the characteristic of 
being a politically independent area of high population density and large 
population total.” ® Obviously, city is a conjunctive concept by this 
definition. 

If students cannot agree on whether a given community is a city, they 

® [bid., p. 73- 

* Monroe C. and Elizabeth L. Beardsley, Philosophical Thinking: An Introduc- 
tion, Harcourt, Brace, & World, 1965, p. 24 


go METHOD AND THE SOCIAL STUDIES 


can resolve their differences only if someone can state an intensional 
meaning of city which is acceptable to everyone. Some agreement must 
be reached on the characteristics common to all cities, assuming that city 
is a conjunctive concept. Then it must be decided whether the com- 
munity in dispute has those characteristics. The reflective task is to deter- 
mine a meaning for city, and to then decide whether the community in 
question is properly designated city or noncity. In order to do this, what 
“facts” are needed? Is it a fact that we customarily label a community a 
city only if it has certain characteristics? What are the characteristics we 
customarily associate with a city? And is it a fact that community X has 
those characteristics? 

In a culture with language and other symbolization as advanced as ours, 
a person is at a serious disadvantage when he cannot express the inten- 
sional meanings of concepts. More importantly, theory building is 
seriously handicapped when intensional meanings are unclear. It is impos- 
sible to deal with questions of causation without resort to theories, and it 
is equally impossible to build theories when basic concepts are fuzzy. We 
cannot settle for a scholarship that can merely cite examples. 

On the other hand, we may suspect that a student who can give a 
verbal definition of a concept but cannot recognize or supply examples 
does not understand the concept. Ideally, we want students to be able to 
define a concept intensionally, and then be able to illustrate it with 
concrete examples, indicating for each example why it qualifies as an 
instance of the concept. 


PERSONAL AND OFFICIAL MEANINGS 


In addition to classifying definitions as intensional and extensional, it is 
useful to deal with their personal and official character. Official definitions 
are those set forth by law, scholarship, religion, or some other authority. 
If we want to know what is meant by disease, we turn to the medical 
profession for an official meaning. The legal profession defines tort and 
contract for us. The Supreme Court has defined racial segregation as 
equivalent to racial discrimination and has applied this definition to inter- 
pretation of the Fourteenth Amendment. In some communities, consider- 
able trouble has resulted from conflict between this official Supreme 
Court definition and personal definition. 

Teachers should avoid the mistake of accepting any personally held 
definition as just as good as another. Students should acquire official defini- 
tions in place of personal ones whenever scholarship demands that they 
do so. They should learn what economists mean by labor force, rather 
than have their own versions. Technical or specialized vocabularies have 
been developed to overcome certain theoretical difficulties. A teacher 
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who wants his students to be creative and critical, as well as knowl- 
edgeable, will permit and encourage them to consider whether certain 
official definitions might advantageously undergo some recasting. For 
example, why are the services performed by housewives not counted as 
part of the gross national product? Should we redefine GNP so that such 
services would be counted? Questions like these make it possible for an 
intellectual discipline to grow and develop along new lines. Students of 
disciplines grow and develop in the same way. 

The superiority of official definitions over most personal definitions 
does not mean that a teacher should have no interest in students’ personal 
definitions. Asking for personal definitions is a practice that helps a 
teacher acquaint himself with the backgrounds of students. A social- 
studies teacher might ask each of his students to write a paper on “What 
Democracy Means To Me.” Each student might very well produce a 
somewhat different conception, although they would no doubt share 
some meanings. The teacher would be derelict in professional perform- 
ance if he failed to treat reflectively the opinions that had been aired. 
Even the term democracy has its official aspects. There is a rich literature 
in philosophy and political science upon which students can draw as they 
sift and compare various conceptions of democracy. There is surely 
enough authority available to enable them to deal with the idea, some- 
times expressed by opponents of legislative reapportionment, that minor- 
ity rights include the right to rule. 


Values and Definitions 


The preference for one meaning over another often depends upon a per- 
son’s values. Whether we prefer an official meaning made available to us 
by a scientific authority may depend on whether our purposes are scien- 
tific. The work of a scientist, be he physicist or economist, is to make it 
possible to explain, predict, and control. Definitions usually reflect 
classification systems that facilitate this by making it possible to deduce 
the largest amounts of information from a given amount. Shifts from 
Ptolemy to Copernicus, or from Newton to Einstein, or from Smith to 
Keynes represent changes in systems that enhanced the capacity of a 
science to do its job in the simplest possible way. Why do biologists, for 
example, want students to learn to use a classification system under which 
whales and porpoises are perceived as mammals, and not as fish? Is this 
preference merely a quirk of scholarship intended as an Irritation to 
laggard students? Kuhn has suggested a different explanation: 


After various classification systems are tried, that one is considered best 
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which contains the largest amount of information for the purpose of the scien- 
tists. It is the most efficient system for handling the kinds of information the 
scientists want, or more precisely, the system which permits the largest 
amounts of information to be deduced from a given amount of information. 
For example, the biologist is distressed if someone refers to whales and por- 
poises as fish, insisting adamantly that they are mammals, not fish. We will 
accept his assertion that they are mammals under his system of classification, 
and go beyond to inquire why biologists prefer a classification system which 
thus categorizes them. They could, after all, put all water-dwelling animals in 
one group and all land-dwelling ones in another, with appropriate but non- 
overlapping subdivisions of each. In such a system the whale and porpoise 
could never fall into the same category with any land animals, as they now do. 

We will now try to see why a system which classifies whales and porpoises 
as mammals, which are overwhelmingly land animals, provides more informa- 
tion than a system which classifies them as water animals. Under the existing 
system, if we possess a specimen of a thing called a fish, we know without look- 
ing further that we will find a particular kind of circulatory, nervous, excre- 
tory, and other systems, and that we will also find gills for the breathing of 
water. Suppose instead that the term “fish” were broadened to include whales 
and porpoises, because they look like fish and live in the water. Then even if 
we knew that we had a fish in front of us, this fact would not tell us whether 
the specimen has lungs or gills, or what kind of other internal systems it would 
show. Another well-known conspicuous example is the classification of bats as 
mammals instead of birds.? 


The student who asserts that whales are called mammals because 
they are mammals is confusing analytic and contingent content. Children 
mistakenly believe that the names of things mirror the nature of things. 
Vigotsky, upon asking children whether we could switch names so that a 
cow would be called ink, and ink cow, received as a reply, “No, because 
ink is to write with, and cows give milk.” § 

Although definitions should be the results of reflective inquiry, some- 
times opposition to or support of a social policy becomes a dominant 
purpose, and definitions are thereby affected. At the turn of this century, 
for example, a certain group opposed voluntary health insurance as an 
instance of socialized medicine. Some years later, the same group began to 
advocate voluntary health insurance as an alternative to socialized medi- 
cine! In 1900, voluntary health insurance was part of the extensional 
meaning of socialized medicine. Later it was not. How did this rather 
radical shift in the extensional meaning of a term come about? Americans 


7 Alfred Kuhn, The Study of Society: A Unified Approach, Dorsey Press, 1963, 
PPS 733: 

* L.S. Vigotsky, “Thought and Speech,’ Psychiatry, 2:36, 1939, quoted by Kuhn, 
loc. Cit., p. 33. 
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in general have a negative attitude toward socialized medicine. Therefore, 
if they can be convinced that x is an instance of socialized medicine, they 
are likely to oppose x without any other knowledge of x. When 
voluntary health insurance was viewed as a threat to the profits of 
organized medicine, it was a strategic move to label such insurance with a 
bad name. Later, after organized medicine had made peace with volun- 
tary health insurance, compulsory insurance became the enemy and was 
given the same bad name. A teacher could ask students to produce an 
intensional definition of socialized medicine for either era, and then to 
compare the attributes of any kind of insurance, voluntary or compul- 
sory, with the attributes of socialized medicine. This is proper procedure 
for teaching any concept reflectively. 

The tendency of some to call this country a republic rather than a 
democracy poses a similar problem. A policy such as a minimum-wage 
law may be advocated in the name of democracy, only to be met with the 
comment, “But America is a republic, not a democracy.” How can a 
teacher expose this comment to reflective criteria, and so avoid any 
temptation to indoctrinate his own point of view? If he takes an 
extensional approach, he might point out that Red China and the Soviet 
Union are usually cited by political scientists as republics. Are these 
countries democracies? Is this country a republic? Is it a democracy? Can 
any country be both a republic and a democracy? Why do Red China 
and the United States oppose one another, if both are republics? Are the 
differences between us at all political? This line of questioning moves 
gradually into the problem of intensional definitions of republic and 
democracy. Students will learn from this line of questioning that some 
republics are more democratic than others, and that growth toward 
democracy does not undermine our republican form of government. 

The procedure of defining a category intensionally, and sorting ex- 
amples according to whether they belong in or out of the category, rather 
than using meanings that relate to narrowly conceived social purposes, is 
the proper way to attack any problem that involves conflicting meanings. 

A somewhat different approach is to be recommended with problems 
that involve the truth or falsity of contingent statements. The assertion, 
to use one example, that socialized medicine leads to a loss of professional 
freedom among physicians is not an analytic claim as much as a 
contingent one. It is the kind of claim that should be tested against the 
evidence, provided that evidence is available. This claim does, however, 
have its analytic elements. That is, we could not test its truth without first 
establishing the meaning of “socialized medicine” and “professional 
freedom.” A reflective teacher seeks to have students deal with both the 
analytic and contingent elements of an idea. 
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Testing the Analytic 


Our discussion thus far would seem to indicate that the only test of a 
concept, or any other analytic expression, is a logical one. Bruner has 
expressed their logical nature when he refers to concepts as a “network of 
inferences that are or may be set into play by an act of categorization.” ° 
He puts it more clearly perhaps when he says: “We see an object that is 
red, shiny, and roundish and infer that it is an apple; we are than enabled 
to infer further that ‘if it is an apple, it is also edible, juicy, will rot if left 
unrefrigerated; etc..." 12 | Phis) pattern *ofp inference mon ecoutse mas 
appropriate only to a conjunctive concept. The network of inference 
would be quite different for disjunctive or relational concepts. 

The use of logic in testing analytic content is best exemplified in a 
school subject such as geometry. In plane geometry, one proves a the- 
orem by demonstrating that a certain conclusion follows from certain 
definitions and axioms. A proof can be wrong only if one errs in his logic. 
Students who know the nature of geometry, in addition to knowing 
geometry, are aware of its built-in logic. Because logic is built into the 
subject, it was once believed that study of geometry would develop a 
person’s logical powers. This proved to be erroneous. Perhaps it would 
have been less erroneous had teachers made their students aware of the 
analytic nature of mathematics and of how logic is used in putting math- 
ematical concepts to a test. It is this kind of teaching that some people 
may have in mind when they refer to making students aware of the struc- 
ture of a discipline. 

In addition to a logical test, the analytic may be examined on a practical 
basis. That is, how useful is a given analytic system for the achievement of 
certain human purposes? Hullfish and Smith have pointed to this test as a 
way of making analytic content responsive to experience in much the same 
way that the synthetic regularly responds. The nature of this test is 
revealed whenever we attempt to use analytic content to achieve some 
end. Although it is true that analytic content is invented, rather than dis- 
covered, and therefore does not mirror reality, it can be applied to 
reality. We apply the analytic content of Euclidean geometry to reality 
when we lay out a baseball diamond. Another kind of geometry, with 
different conceptions, is required to put a man on Mars. Whether 
Euclidean geometry and its concepts is good geometry depends upon our 
purposes. 

Entire conceptual systems and theories may be rejected when it 
becomes apparent that they no longer serve important human purposes. 


® Bruner, op. Cit. p. 244. 
vig, 
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Consider for a moment the fate of the full-employment theory in classical 
economics. According to this classical theory propounded by Adam 
Smith, an economy could be in equilibrium only if employment were 
full. If the supply of labor exceeded the demand for labor, the surplus 
labor (unemployment) would drive down wages. This would then cause 
some reduction in the labor supply and some increase in labor demand 
with the result that the supply and demand would come into balance. At 
equilibrium, there would be no unemployment. No one would be looking 
for work without being able to find it. This neat and automatic adjust- 
ment could best take place without government interference. In the 
1930's, this theory failed completely as a basis for explaining or imple- 
menting economic growth and full employment. It was Keynes, with 
new concepts, who explained the failure and offered a remedy. His basic 
conclusion was that an economy such as ours could be in equilibrum at a 
point short of full employment, and that it could remain in such equilib- 
rium unless government took action. 


Stereotypes and Concepts 


There is a special kind of concept called a stereotype. Here, the category 
implies several traits, but the traits do not imply the category. A 
stereotype is different from a scientific concept in the same way that a 
one-way street is different from a two-way one. Compare the stereotype 
that some people have for Negro with a scientific concept such as 
mammal. The stereotype holds that all Negroes are lazy, stupid, and 
untrustworthy. People who accept this stereotype will reason that azyone 
who is a Negro is lazy, stupid, and untrustworthy. They will not, 
however, reason than anyone who is lazy, stupid, and untrustworthy is a 
Negro. They reason from the category to traits, but never from traits to 
category. Hence, stereotypy is always a one-way street. 

It is quite otherwise with a scientific concept. If we know that a whale 
is a mammal, we infer certain traits. If we know that an animal has these 
traits, we infer that it is a mammal. We reason from category to traits, or 
from traits to category. Unless we can travel both ways on a street it is 
not marked as scientific concept.'? 

An objection to the foregoing treatment of concepts and stereotypes is 
that stupidity, laziness, and unreliability are not defining attributes of the 
category, Negro. The defining attributes are the physical traits with 
which we identify persons as Negro. Beliefs about the moral and intel- 
lectual character of Negroes constitute the stereotype, but not the cate- 


“ Again, we refer only to conjunctive concepts. 
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gory. It is nevertheless true that part of the meaning of this category is to 
be found in its stereotype. 


Inductive vs. Reflective Teaching 


Within any generalized model for teaching concepts, different kinds of 
teaching are possible. Inductive teaching, sometimes called “the method 
of discovery,” has become one of the most popular of so-called new 
methods. It is usually urged as a more effective kind of teaching than the 
expository type followed by most teachers. The method of discovery, 
now typical of many of the new experimental curriculums, first came to 
everyone’s attention when Max Beberman, with a financial assist from the 
Carnegie Corporation, proceeded to revolutionize the teaching of high- 
school mathematics.!* It received additional publicity from Bruner’s 
now-famous essay.’® (The fact that Pestalozzi, and others more ancient 
than he, discovered discovery centuries before Bruner is not generally 
acknowledged by those who are modern-day enthusiasts of inductive 
teaching.) 

This method of teaching is now a central emphasis in many of the 
curriculum projects in the social studies; and, although the method enjoys 
increasing popularity, many of its advocates are not clear as to what is 
meant by inductive teaching. Whether inductive teaching is the same as 
reflective teaching is one of the confusions. 

One of the clearest definitions of inductive teaching has been presented 
by Henderson, an intelligent and mild-mannered advocate of the 
method.'* He has also indicated what he believes to be its strengths and 
weaknesses. In his definition, he sets forth four steps or phases. 

First, the teacher selects a concept or generalization that he wants 
students to learn. 

Second, the teacher selects, or has his students select, instances of the 
concept or generalization. In the social studies this might well mean that 
the teacher who wants his students to learn the concept of revolution 
would put before them descriptions of several cases of revolution. Each 
revolution would have its unique features, but there would hopefully be 
some properties that all the examples would have in common, and which 
would constitute the meaning of revolution. 


%* Max Beberman, An Emerging Program of Secondary School Mathematics, in 
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Third, the teacher guides the students’ thinking so that their attention 
is focused upon relevant detail. He does this through questions and pre- 
scriptions. He is concerned at this stage that students look for common 
features of revolutions. He wants students to learn what distinguishes 
revolution from nonrevolution. 

Fourth, the teacher actually educes the concept to the point where 
students can put it into words, or some other kind of symbolization. If he 
encounters difficulty at this stage, he may repeat stages two and three, 
using different and perhaps simpler questions and prescriptions. 

There are some teachers, and these are among the more effectives ones, 
who ask students to apply the newly acquired concept to situations 
similar to the ones from which the concept was acquired. A teacher 
might ask, for example, whether a revolution is now taking place in 
Vietnam. This is called the application stage. 

Advocates of inductive method believe that it increases student inter- 
est, and that a student is more likely to retain that which he discovers. 
These may be valid claims, but Henderson points out that it is unfair to 
expository teaching to compare good examples of inductive teaching with 
poor examples of expository teaching. Either kind of teaching can be 
done well or poorly. It is poor expository teaching to make no effort to 
relate one’s teaching to students’ background. It is poor inductive 
teaching to give students psychological clues—as happens when the smile 
of a teacher indicates to a class that its guessing is “getting warm.” 
Because the discovery method encourages students to hypothesize (make 
guesses) they are alert to any sign that they are making more accurate 
guesses. They should measure progress by logical criteria, not by signs of 
teacher approval. Studies that compare inductive teaching with expos- 
itory teaching have been rare, and the few we have are not conclusive in 
their findings. 

Henderson has indicated that there is a danger that students who 
experience only the inductive method will get the erroneous idea that all 
content is synthetic in nature. Because this method engages them in in- 
ductive thinking, its exclusive use in a subject such as mathematics may 
lead them to believe that mathematics is the same kind of science as phys- 
ics. If they are to learn that mathematics is an exercise in postulational 
thinking, their teacher must develop for them the difference between 
analytic and synthetic truth. The same obligation falls upon a social- 
studies teacher who wishes to teach a difference between concepts and 
generalizations. To carry out this obligation a teacher may find that 
expository teaching is a useful device. 

Inductive teaching elicits from students inductive thinking. To the 
extent that it omits any emphasis upon deductive thinking it is not fully 
reflective. There is no doubt however that reflection has discovery as one 
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of its aspects. A review of reflective teaching in science class as reported 
on pages 70 and 71 points up the role of discovery. Sometimes inductive 
teaching gives inordinate attention to a search for supporting cases, and 
almost no attention to the possibility of negative ones. A variant of this 
emphasis upon positive cases is having the students reach the conclusion a 
teacher wants them to reach. Bruner, an advocate of inductive teaching, 
has issued this warning: 


Much of the problem in leading a child to effective cognitive activity is to 
free him from the immediate control of environmental rewards and punish- 
ments. That is to say, learning that starts in response to the rewards of parental 
or teacher approval or the avoidance of failure can too readily develop a pat- 
tern in which the child is seeking cues as to how to conform to what is ex- 
pected of him. We know from studies of children who tend to be early over- 
Sai in school that they are likely to be seekers after the “right way to do 

t” and that their capacity for transforming their learning into viable thought 
structures tends to be lower than children merely achieving at levels predicted 
by intelligence tests. Our tests on such children show them to be lower in 
analytic ability than those who are not conspicuous in overachievement. As we 
shall see later, they develop rote abilities and depend upon being able to “give 
back” what is expected rather than to make it something that relates to the rest 
of their cognitive life. As Maimonides would say, their learning is not their 
own.15 


Bruner directed his comment to those who conduct recitations, or 
engage in other acts of expository teaching. But the same pupil sensitivity 
to teacher approval can develop under inductive teaching. If the teacher 
gives away the answer through facial expressions or tone of voice, a kind 
of rote learning can occur in students. Compliance to teacher authority 
can develop if a teacher refuses to entertain any meaning for a concept 
other than the one he has selected in advance for students to learn. With 
empirical generalizations, a teacher may focus student search upon 
positive cases rather than emphasize a search for exceptional or negative 
cases. Any of these practices can mean that inductive teaching fails to be 
inductive, and fails in its intended purposes. 

Inductive teaching, even when it succeeds in becoming an exempli- 
fication of inductive thinking, is not the same as reflective teaching. 
Reflective teaching has both inductive and deductive elements. The 
method of discovery is probably most effective for testing empirical 
generalizations, provided that due attention is given to a search for 
negative cases. It is probably least appropriate for the teaching of con- 


* Bruner, “The Act of Discovery,” in Richard C. Anderson and David P. 
Ausubel, eds., Readings in Cognitive Psychology, Holt, Rinehart, & Winston, 1965, 
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cepts; not because it is ineffective, but because it misrepresents concepts 
by peddling them as empirical truths. If we are to teach the nature of 
concepts, then we are forced into some kind of deductive (expository) 
teaching. Expository teaching, if it is well executed, can avoid the pitfall 
of rote learning. The claim that expository teaching can result only in rote 
learning, and that only the method of discovery can produce genuine 
insight is probably not a valid observation. If teaching is reflective, 
it probably makes use of some combination of inductive and exposi- 
tory teaching. 


When Is a Concept Learned? 


The answer to this question depends partly upon a teacher’s expectations 
and demands. It is evident in the literature of education and psychology 
that mastery of any concept may take place at several levels. Broudy has 
discussed nine degrees of mastery.1® The least mastery is demonstrated 
by a student who responds to the question, “What is a tariff?” with the 
textbook answer, “A tax on imports.” The greatest degree of mastery, 
according to Broudy, is offered by the student who can use a concept such 
as tariff as one of the elements in a social theory. 

Henderson has identified six levels of concept attainment.’” He agrees 
with Broudy that the least mastery is exhibited by the student who can 
repeat textbook content verbatim. His second level is represented by the 
student who can give a definition in his own words. At the third level the 
student can give examples. The next level in attainment is found in a 
student who can apply his concept to new problems for which he ma 
have been told by the teacher that the concept is relevant. The fifth level 
is one at which a student can see the relevance of a concept to a problem 
without any help from the teacher or any other second party. The sixth, 
and highest, level of mastery is to be found in a student who can prove his 
concept as well as apply it. Henderson doubts that the method of dis- 
covery can achieve this sixth level of understanding. He has no empirical 
evidence for this claim, but bases it upon logical grounds. 


LEVELS OF CONCEPT ATTAINMENT 


If we accept Bruner’s notion of concept as category, it is convenient to 
think of four levels of concept learning: recognition, classification, defin- 
tion, and generalization. 


** Harry S. Broudy, Mastery, in B. Othanel Smith and Robert H. Ennis, ed., Lan- 
guage and Concepts in Education, Rand McNally, 1961, pp. 72-85. 
™ Henderson, op. cit., pp. 290-291. 
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Recognition. If a student gives meaning to a term in context, at least to 
the extent that he feels no perplexity such as might turn him to a 
dictionary, we say that he is able to handle the term on a recognition 
level. When this student meets a concept such as “big business” or “com- 
petition” in his reading assignment, he is able to read on without stopping. 
He has seen these terms in this context before, and they give him no 
trouble. He thinks that he knows what they mean, and indeed he may. 
But his teacher is not always sure, and few of us would settle for this level 
of attainment. There is too much to suggest that recognition alone does 
not represent what most of us mean by conceptual learning. Everyone at 
one time or another has fallen into the pitfall of easy familiarity. 
Sometimes a teacher quickly learns how little a student understands a 
certain concept by placing it in another context or frame of reference. 

Classification. If we ask a student to give examples of big business or 
competition, we are trying to move him to a second level of attainment, 
i.e., Classification, sometimes called identification and sorting. Let us sup- 
pose that we give a student a list of events and ask him to pick out the 
ones that are instances of competition. In this sorting assignment, he is 
asked to identify those events and only those events that belong in the 
category, competition. He has been asked to group events into classes, 
and to respond to them in terms of their class membership rather than 
their uniqueness. This concern with the generality of events, not their 
isolated particularity, is essential to any successful attempt to teach 
concepts in the social studies. 

Definition. Even though students may know a concept well enough to 
sort instances into and out of it, they may not know the concept well 
enough to express verbally the basis of their sorting. A student might 
recognize examples of competition but be unable to put into words the 
criteria upon which membership in the category is based. He is like a 
small child who never confuses an apple with a grape but cannot verbally 
indicate their differences. Unfortunately, we have teachers addicted to 
the expression “merely verbal,’ who flinch at any notion that verbal 
knowledge is superior to knowledge manifested by behavior. Verbalism, 
they say, is bad, and the real purpose of education is to change behavior. 

This kind of argument, if carried far enough, denies the importance of 
man’s conceptual superiority over other living organisms—a superiority 
based in no small part upon possession of a culture, a major ingredient of 
which is language. The highly evolved symbolic systems of physics and 
mathematics are in a certain sense merely verbal, and it is difficult to 
imagine what we would teach in social studies if we rejected verbal con- 
tent. The very instances we ask students to identify and sort will in most 
cases be verbal instances. Perhaps in our condemnation of “merely verbal” 
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learning we should have in mind the student who can only memorize 
and repeat verbatim the contents of textbooks. The capacity to indicate 
verbally the basis for behavioral sorting of objects or events we take as 
evidence for a third level of concept attainment—i.e., definition. 

Generalization or Theorization. Once students can see the basis for 
sorting instances into or out of a category, their understanding of that 
category is enhanced as they come to see its role within a total conceptual 
system. Conceptual systems consist of relationships among concepts. A 
part of the meaning of any concept is to be found in its relationship to 
another concept or concepts. The teacher who seeks this level of concept 
attainment may ask his students not only to relate one concept to another, 
but to look for empirical evidence on the validity of any hypothesized 
relationship. In the teaching of economic understanding, for example, the 
teacher will foster a study of possible relationships between such concepts 
as economic growth, economic stability, and economic security. This 
study could include studies of policy statements issued by business, labor, 
government, and agriculture; each of which may suggest somewhat 
different relationships between growth, stability, and security. An exam- 
ination of policy statements to determine whether they would achieve 
their stated consequences would constitute the heart of such inquiry. 
This kind of inquiry requires students to use economic theory as a basis 
for examining probable consequences of specific policy proposals. This 
fourth level of concept attainment moves one from considerations defini- 
tional to matters propositional. 

Although this chapter has focused on concepts as analytic statements, 
definitional and categorial in nature, this fourth level of concept attain- 
ment makes clear that the testing of synthetic statements constitutes part 
of the import of any concept. 


In this chapter, then, we have distinguished between concepts and 
generalizations, and have suggested that each calls for a somewhat 
different kind of treatment. The classroom procedures that help students 
learn concepts are different in crucial respects from those that help 
students use evidence in the examination of generalizations. At the same 
time, concepts and generalizations are not unrelated to each other. 
Without concepts, it is impossible to make generalizations. 

Much of the meaning of any concept is to be found in linkages 
between it and other concepts. It may be useful to think of a concept as 
having both broad and narrow meaning. When we think of a bachelor as 
an unmarried male, we are dealing with the narrow meaning of a concept. 
When we include all the beliefs that people hold about bachelors, and all 
the attitudes that are taken toward them, we are dealing with the broader 
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meaning of this particular concept. 

We cannot effectively teach a concept without taking up its broad 
meaning. First, however, it is desirable to make sure that students are 
clear as to its narrow meaning. It is in this sense important that we use a 
strategy in teaching concepts that is different from a strategy for teaching 
generalizations. 


DISCUSSION QUESTIONS AND EXERCISES 


. How is a concept different from a fact? From a generalization? 

. Is a generalization ever a fact? 

. How do we teach a conjunctive concept? 

. On what basis can a teacher conclude that a concept has been learned? 

. If there is dispute in a classroom over the proper meaning for a concept, 
how should the teacher handle the dispute? Does every concept have a 
proper meaning? 

6. Compare inductive teaching with expository. With reflective teaching, is 

one clearly superior to the others? 
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CHAPTER ¢ 


Teaching Generalizations 


Cee that perform a synthetic function are of two kinds, one 
singular, the other general. The statement that “Brown lives in 
Illinois” is an example of the synthetic singular. Such statements are usually 
designated by teachers as “facts.” When teachers claim that such facts 
must be learned before thinking is possible, they exhibit a misunder- 
standing of the thinking process. 

The synthetic general is exemplified by a statement such as “People 
who live in cities commit more crime than people who live in small 
towns and rural areas.” The synthetic general is just as factual as the 
synthetic singular, and any generalization that happens to be true can be 
designated a fact. Many teachers are eager to teach those facts that are 
represented by the synthetic singular, but hesitate to teach generaliza- 
tions as represented by the synthetic general. 

In this chapter, we shall use the term fact when we wish to refer to the 
synthetic singular, and the term generalization when we wish to refer to 
the synthetic general. Readers should keep in mind, however, that any 
generalization that has been tested and found to be true qualifies as a fact. 
A true generalization is a more meaningful fact than any synthetic- 
singular statement could ever hope to be, because it covers more 
territory—refers to more Cases. 

Brodbeck has said that facts are trivial unless they are connected with 
other facts. A generalization connects facts with each other. The fact that 
a student’s IQ is 110 means very little. But, if there is a generalization that 
relates IQ to school achievement, we can hazard a prediction about the 
student’s likelihood of success in college. Without generalizations, predic- 
tion or explanation is impossible. Significant facts are those that tell us 
whether a certain generalization is probably true. Teachers who want 
facts to have meaning, and who want students to learn explanations of 
events and to acquire some capacity to predict events, will necessarily 
emphasize the teaching of generalizations.1 

As indicated in Chapter 4, facts may be given another kind of order 
through invention and use of concepts. Without concepts and general- 
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izations, facts exist in a state of disarray. When teachers think about 
organization of content, they should think about the concepts and 
generalizations they want to teach. A student cannot understand conflicts 
in the closed areas or disharmonies in personal belief until he learns 
relevant concepts and generalizations. 


Evidence and Generalizations 


Students will find that many of their beliefs take the form of general- 
izations. They will also encounter generalizations in their reading assign- 
ments. Any generalization becomes a hypothesis when someone doubts its 
truth. A hypothesis is tested by determining how well it explains 
propositions deduced from it and how well it anticipates new data. If one 
wishes to discover whether men are more intelligent than women, one 
deduces if-then propositions, such as “If men are more intelligent than 
women, then, they should make higher average scores on intelligence 
tests.” These deduced propositions are then tested with factual data, 
which either support or cast doubt on the hypothesis. What is the nature 
of the factual data used in this testing? 

Facts, as we use the term, are not objects or processes; they are 
statements which represent tested insights. Facts have a creative aspect; 
they never mean exactly the same to any two individuals. However, if 
they are acquired reflectively and state matters which are relatively 
simple to investigate, they may have approximately the same meaning for 
large numbers of individuals. One aim of education is to accomplish this 
commonness of meaning. 

Factual evidence, then, consists of statements that have a high prob- 
ability of being true and are relevant to determining the truth of a 
hypothesis. In connection with the IQ hypothesis above, the following 
statement would be pertinent evidence: “The average IQ score of a 
representative sample of women is 103; the average score of men, 99.” 
This statement is likely to have approximately similar meanings for most 
people who understand what is involved in intelligence testing. To serve 
adequately as evidence in problem solving, factual statements must have 
the same general qualities as hypotheses; they must by their nature be 
verifiable. They are cast in declarative-sentence form, with meanings 
phrased as unambiguously as possible. 

It is important to understand that hypothetical and factual statements 
are interchangeable. Hypotheses become facts as they are tested reflec- 
tively and fact judgments revert to hypotheses whenever there is good 
reason to doubt their truth. However, the relationship between hypoth- 
eses and facts is more complex than this, Sometimes a statement that 
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cannot be adequately verified is made to function as evidence because, at 
that time, there is somewhat more warrant for accepting it than for 
accepting the hypothesis it is being used to test. In other words, in a given 
problem, we may use statements of which we are more sure to test 
statements of which we are less sure. This may not appear to be a satis- 
factory situation, but it is the best we can do, given the nature of scien- 
tific truth getting, and the exigencies of daily living. Although a person 
who tries to live reflectively usually withholds action until he has had a 
chance to think about it, he cannot wait until ‘all the data are in.” It is 
never possible to know when the data are all in; yet in social affairs, 
action is always necessary. A decision not to act is a decision, and even a 
form of action. If a person acts in terms of the best evaluation he can 
make of currently obtainable data, he behaves wisely. Reasons for pur- 
suing one line of behavior may be only slightly better than those for 
pursuing another. If we are reflective, we follow the behavior which 
commands the most support. 


WHERE WE GET DATA 


Students in social-studies classes may make use of factual data drawn 
from several sources: (1) remembered experience, (2) observation and 
experimentation, and (3) authorities. 

Data from remembered experience usually come from students them- 
selves. That is, for every problem studied, students will have a back- 
ground on which to draw. Evidence a group of students can recall from 
their own experiences may, of itself, be sufficient to solve some problems. 
In such cases, students pool information and interpret remembered facts 
in accordance with requirements of the problem. Many problems in- 
volving school, home, and community affairs are handled in this manner. 

Students may find it useful to examine the remembered experience of 
others—teachers, adults in general, parents, specialists. To this end they 
may solicit information through polls or interviews, or invite resource 
persons into the classroom. Another source of remembered experience is 
documents—books, magazines, pamphlets, and newspapers. Remembered 
data is sometimes called historical data. 

A word of warning on the use of remembered data is appropriate at 
this point. Although personal experience is often a valuable source of 
evidence, it is necessary to make certain that what is adduced from 
experience is dependable evidence. It is not uncommon for persons to 
romanticize, falsify, and misinterpret their own experiences, despite the 
best of intentions. Before personal experience is admissible as evidence it 
requires rigorous interpretation. Teachers must be prepared to ask, “Did 
it really happen that way?” “Is this your personal interpretation, and 
would others regard it the way you do?” and “How conclusive is an 
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experience of this sort?” Even documentary evidence must undergo 
careful scrutiny before it can be treated as valid data. 

The second broad class of data, facts procured through current 
observation or experiment, represents “new” data, contemporary rather 
than historical. The use of research, in the sense of creating new data, is 
not now common in social-studies classes. However, students sometimes 
conduct community surveys of one sort or another, or pursue other 
limited types of research. Social-studies teachers need grounding in the 
research techniques of the social sciences in order to make greater use of 
contemporary data. 

Whether data are drawn from remembered experience or from con- 
temporary research, much of the time students of the social studies will 
have to rely to some degree on the opinions of authorities. It is essential, 
therefore, that we examine the role of authorities in the social sciences. 
Most of the time, we use facts verified by someone else, taking his word 
for it that the statements are actually true. Even if one had the time and 
opportunity to investigate directly all of the problems in which he is 
interested, he would still have to rely heavily on the observations or 
experiments of others. 

In the case of questions which have been settled to the satisfaction of 
most investigators, we may accept the facts disclosed with a great deal of 
confidence. Though never to be taken as finally conclusive, consensus of 
competent investigators is one of our best indications of truth. However, 
many issues in the realm of social affairs have not been settled in such a 
definitive way. The most respected authorities are likely to disagree 
among themselves as to which insights are most reliable in such areas as 
economics, politics, sex, religion, and race. 

Some of the problems involved in using expert opinion in the social 
sciences are well illustrated within the field of economics. This field is 
split into a number of “schools of thought’”—neoclassicists, institution- 
alists, socialists, underconsumptionists, and Keynesians, to name a few— 
and the opinions of members of one school may differ drastically from 
those of members of another. To the great confusion of the unsophisti- 
cated, these differences of opinion may occur in connection with fun- 
damental issues. Nevertheless, there are many propositions in economics 
on the truth or falsity of which most economists agree. It is well to note 
that some of the differences among economists reflect differences in 
values, not in knowledge and understanding. 

Before a class places reliance on the pronouncements of any supposed 
authority, it should ask and try to answer questions such as these: 


1. Is he recognized as an authority by other experts in the field in which 
he speaks? 
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2. Is he in substantial agreement with other authorities in his field? 

3. Does he base his opinion on evidence gained from the reflective 
method? 

4. Is his own social and economic status unrelated to the disputed issue? 
(i.e., does he have any personal reasons for being biased?) 

5. Is he likely to be free from bias on other counts—e.g., is he free from 
marked religious, racial, class or other prejudices? ? 


Unfortunately, pseudo authorities are very common in our society. 
There is no question on which most newspaper columnists and radio and 
television commentators are not willing and eager to make confident 
pronouncements. Many politicians, preachers, professors, and business 
men seem equally disposed to make dogmatic assertions about social 
issues. These individuals let their publicly expressed opinions range freely 
over the fields of economics, history, political science, sociology, psy- 
chology, anthropology, and philosophy even though most of them have 
but little, if any, specialized training in these fields. Often they have axes 
to grind—as when a power-company executive gives the “inside story” of 
the TVA, or a labor leader “describes” the economic effects of various 
wage policies. Both teachers and students must be on guard against 
pseudo authorities. 

It is always a mistake to judge the truth of an idea according to its 
source. A very sound idea may come from an inexpert source; and sparks 
of truth may appear even as axes are ground. The ultimate test of a hy- 
pothesis is evidence, not origin. 

It is necessary to use great care in interpreting responsible experts. One 
of the most common errors in interpretation is using a quotation out of 
context. The meaning of a sentence or paragraph can usually be fully 
understood only in relation to what has gone before, or what comes after. 
As Beardsley points out, “You can make the Bible say, “There is no God,’ 
if, in quoting, you omit the first part of the sentence. . . .” 


HOW TO USE DATA AS EVIDENCE 


The testing process applied to a hypothesis cannot be understood apart 
from its general aim, which is not to reach certainty—i.e., not to achieve 
absolute or ultimate truth—but to find either corroborating or damaging 
cases. Whether such cases are corroborating or damaging, we learn 
something. We learn whether to believe our hypothesis. 

A hypothesis is supported when facts implied by it correspond to facts 


* For a more thorough treatment of the role of authorities in investigation see 
Anatol Rapoport, Science and Goals of Man, Harper & Row, 1950, chap. 5. 

* Monroe C. Beardsley, Thinking Straight: A Guide for Readers and Writers, 
Prentice-Hall, 1950, p. 35. 
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acquired by observation, or from memory or reliable authorities. By the 
implied facts of a hypothesis we mean those statements which must be 
true if a hypothesis is to be taken as true. An example of hypothesis 
testing by direct observation may clarify what we mean: Suppose a 
school janitor enters a classroom after teacher and students have gone 
for the day. He finds one of the windows broken. He remembers boys 
playing baseball in the adjoining field shortly after school. The idea (hy- 
pothesis) suggests itself to him that a pitched or batted ball smashed 
through the window. Now what does it mean to say that a hypothesis 
such as this implies some facts that may or may not correspond with 
observed facts? If the window had been struck by any kind of flying 
object from the outside—a general statement of the janitor’s original 
hypothesis—most of the broken glass should be found inside the room. If 
observation reveals that most of the broken glass is located within the 
room, the hypothesis has been corroborated. Finding most of the broken 
glass outside the room would damage the hypothesis.‘ 

It takes less evidence to reject or modify a hypothesis than to confirm 
it. If any observed fact contradicts any fact implied by a hypothesis, 
truth of the hypothesis must be seriously questioned. Finding most of the 
broken glass outside the room is damaging enough to force the janitor to 
reject or rephrase his hypothesis. On the other hand, finding most of the 
broken glass inside the room, although confirming the hypothesis, does 
not clinch the case for it. The janitor will want to make additional tests 
by looking for other examples of correspondence between implied and 
observed facts. Finding a baseball in one corner of the room would 
constitute additional corroboration. 

In the course of his investigation, the janitor may exhaust his supply of 
observed facts, and be forced to turn to facts available to him only 
indirectly. That is, he begins to interview other people—students, teach- 
ers, other janitors—in an effort to find whether any of them have 
observed a fact which confirms or refutes his hypothesis. Most problem 
solving eventually makes use of such indirect knowledge. 

Suppose all the available facts support more than one hypothesis. 
Suppose that most of the broken glass is outside the room and that no 
baseball has been found. These observations would support the idea that 
the window was broken by a blow from within the room. But the same 
evidence could be interpreted to mean that the window was broken by a 
batted ball from the outside, and that the guilty person entered the room, 
swept up most of the debris, and deposited it outside the window, in order 
to leave the impression that the window had been broken from the 
inside. 


‘ Boyd H. Bode, Fundamentals of Education, Macmillan, 1926, p. 110. 
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Note that the facts as to the present location of broken glass confirm 
equally either hypothesis. In most cases, further investigation would turn 
up additional facts which would refute one of the hypotheses, and thus 
make it possible for an investigator to settle upon the other. But what if 
this is not the case? Can an investigator express a preference for one 
hypothesis over another when the facts support both? There is a principle 
in scientific inquiry called the rule of simplicity. One can validly prefer 
the simpler of two hypotheses, the one that calls for the fewest assump- 
tions. We shall have more to say about this rule later. 

What are we to conclude about any hypothesis for which the data are 
contradictory? If we find in one community that there is a strong positive 
correlation between education and income, in another community a 
strong negative correlation, and in still another no significant correlation 
at all, we must discard any hypothesis that relates or associates these two 
variables. A hypothesis is useful, i.e., serves its purpose, only when it 
brings order to obtainable and pertinent data. Ideally, a hypothesis should 
explain data that would otherwise lack order. The data should all point in 
the same direction. There should be no data which we do not understand 
because they do not “fit” our ideas. In short, hypotheses, if they are to 
have maximum reliability, should harmonize all the pertinent facts. As long 
as a hypothesis fails to explain or harmonize all the data available and 
pertinent, we should continue the search for a better one. At any given 
time we make use of the most adequate hypothesis we can achieve, but 
we continually reconstruct it as we gain new insight. 

Ideally, we accept a hypothesis only if it has no exceptions. Such an 
exceptionless hypothesis is, in modern usage, called a law. A law has a 
descriptive-explanatory function. Sometimes we cannot achieve this ideal. 
Hypotheses which do not order all the data may be phrased to allow for 
exceptions. The use of terms such as “usually” or “probably” or “pos- 
sibly” allow for exceptions, as does the word, “tendency.” The use of 
such terms, if not carefully watched, can conceal the fact that the hy- 
pothesizer knows less than he is willing to admit. 

On the other hand, the use of accommodating terms need not lead to an 
underevaluation of our knowledge: Not every child who is exposed to 
measles acquires the disease, but most children who acquire the disease 
have been exposed to those who have it. Although we cannot predict the 
percentage of exposed children who will acquire measles, we do have 
knowledge sufficient to recognize possible results of exposure and to 
prevent exposed children from contracting the disease. It is perhaps 
saying a great deal to say that exposed children, unless treated, tend to 
get measles. Social-studies teachers can be at least as unabashed as 
practitioners of medical science. 

A hypothesis stated in such a way as to allow for exceptions is often a 
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good “explainer,” if not always a good “predictor.” For example, to 
borrow once again from medicine, syphilis and paresis are known to be 
associated—although the correlation is not as high as some people assume. 
Paresis without syphilis is not usual, but syphilis without paresis is 
common. To put it another way, if a person has paresis, it makes sense to 
explore syphilis as a cause. But most syphilitics, even if untreated, never 
acquire paresis. It is risky then to predict that a person with syphilis will 
become paretic unless he seeks treatment. But it is easy to explain paresis 
by reference to syphilis. In the social studies, our explainers are often 
better than our predictors. Yet it is not impossible, and is becoming more 
and more common, for social scientists to predict accurately the conse- 
quences of a social policy. 


Rules of Reflection 


In order to teach generalizations, it is necessary to distinguish between 
good generalizations and poor ones. In practice, this distinction is more 
complex than simple application of the criteria offered on pages 76 and 77. 
Effective use of the reflective method depends, in part, on an under- 
standing of the methodological principles upon which these criteria are 
based. First among these is, of course, the problem of sampling; then 
there are the principles of repetition, simplicity, adequacy, harmony, and 
continuous control to be considered. Each of these will be discussed in 
the following sections. 


THE PROBLEM OF SAMPLING 


Indirectly acquired knowledge is sometimes used in the formulation 
and testing of hypotheses simply because the personal observations of the 
problem solver are inadequate. One kind of indirect knowledge consists 
of relevant generalizations. Our school janitor, for example, applied a 
general knowledge about broken windows to a particular problem. 

Social-studies students frequently do not have relevant first-hand 
knowledge. Their knowledge of war, unemployment, and poverty 1s 
likely to be indirect. At the same time, students do possess some generali- 
zations relevant to some problems. Many of these generalizations may be 
false; others, though true, are ungrounded. A part of the teaching process 
will involve the student in a reexamination of these insights. This, in turn, 
will require him to use general knowledge from the various social sciences 
as evidence (provided that he can accept it as such) in testing his 
ideas. 

In addition to making use of generalizations known to them and to 
their teacher, students may formulate and test hypothetical generaliza- 
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tions not yet a part of their present knowledge. To say that these general- 
izations are hypothetical means that they are hypothetical to any student, 
or group of students, who are not sure of their truth, albeit their truth is 
known to social scientists or teachers of social studies. 

A hypothetical generalization is like any other hypothesis in that its 
verifiability depends upon its content and phraseology, and how it 
functions in thought. The methodological considerations for any hypoth- 
esis also hold for a hypothetical generalization. But another dimension has 
been added. As if, for example, the janitor of the just-discussed episode 
had wished to explain, not how a particular window was broken, but why 
windows in general break, and thus add to his general knowledge about 
windows. The janitor’s original hypothesis arose from the methodological 
considerations of (1) an ordering of all relevant data with (2) the sim- 
plest possible hypothesis. But an additional consideration applies when- 
ever a hypothesis takes a general form: the representativeness of any 
sample upon which a general conclusion is based. This criterion is as vital 
to the students toying with a hypothetical generalization as it is to the 
social scientist who is reaching for a new generalization. 

Use of a sample is involved in any generalization that a social-studies 
class might formulate and test. It makes no real difference whether the 
class uses data already in its possession or whether it seeks additional data 
from social-scientific studies. Both sets of data are based upon some 
samples of a larger population. The student who states a generalization— 
about, for example, juvenile delinquency—arising from his own experi- 
ence may doubt its truth when his teacher asks, “How many juvenile 
delinquents have you known, and were they typical delinquents?” The 
student who reports the findings of a scholarly investigation in sociology 
can be challenged with “Did the investigator study all delinquents?” and, 
since no investigator ever does this, “Was his sample large enough, or, 
more importantly, representative enough to permit us to conclude 
anything about all delinquents?” 

Since sampling technique is fundamental to investigation in the social 
sciences, we shall examine it in more detail. One way of choosing cases 
for study is to use random selection. For example, suppose we have on 
cards the names of all people in a city, one name to a card. We shufHe the 
cards thoroughly and—as in a lottery—draw out the number of names 
required to make up our samples. The more heterogeneous the master 
group, the larger the sample must be if it is to be truly representative. If 
the master group is absolutely homogeneous—.e., if all individuals are 
identical—then only one case constitutes an adequate sample. If the 
master group is relatively heterogeneous, we may draw items from it at 
regular intervals. That is, instead of shuffling, we arrange the master 
group according to some predetermined pattern (depending on what we 
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want to find out) and then pull, say, every tenth card, or interview every 
fifth family. 

Proportional selection involves first examining all cases and noting the 
composition of the whole with respect to all significant factors. To 
illustrate: Suppose we want to conduct a poll of voting intentions in 
Precinct 20. We must first decide which factors are important in causing 
people to vote as they do, such as age, economic status, and party affilia- 
tion. Then we must determine just what proportion of voters are in each 
age group, in each economic class, and in each party. The sample is then 
deliberately chosen so that it will have the same distribution of ages, class, 
and party membership as the total population of the precinct. 

Proportional selection is good sampling technique whenever it is 
possible to determine accurately the relevant typicalities of the master 
group. When these are known, increasing the size of the sample does not 
always increase its representativeness. A sample of a thousand cases may 
accurately represent a total population of millions. 

There are no rules of thumb as to how large a sample must be to be 
representative, but there is an empirical test which shows well enough 
whether a sample is adequate: Select several samples by the same method 
and compare them as to results. If they differ very much, they are not 
representative. 

An understanding of sampling technique will be of use to social-studies 
students undertaking community surveys or any other type of investiga- 
tion which requires sampling procedures. More often, it will be of value 
in helping teacher and students to judge the validity of conclusions 
proffered by authorities. For the most part, social-studies students are 
“research consumers” rather than “research producers”; and critical use 
of the research of others depends on ability to appraise its reliability. An 
understanding of sampling technique helps students guard against over- 
generalization in any situation where reflection is in process. Students 
(and sometimes teachers) often make sweeping generalizations from only 
one or two cases—even when dealing with items as heterogeneous as 
human beings. An elementary knowledge of sampling should help them 
evaluate the worth of a generalization based on one or a few cases. 

Although increasing the size of a sample has no effect on the represent- 
ativeness of a sample known to be representative, it does affect our con- 
fidence in any generalization suggested by data drawn from the sample. A 
discussion of the rule of repetition will make this point clear. 


THE RULE OF REPETITION 


Let us suppose that we have a representative sample of all voters in a 
rural Iowa county. As we study the voting habits revealed by the sample 
data we look for relationships among variables. (All generalizations 
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express relationships among variables.) Our study might reveal that 
people in the sample who dislike price-support legislation are more likely 
to vote Republican than Democratic. The variables, voting Republican 
and disliking price-support legislation, are seen as related. We express the 
relationship as follows: “In such-and-such county in the State of Iowa, 
people who dislike price-support legislation tend to vote Republican.” If 
anyone questions whether the voters in the study were typical of the 
voters in that county, we point to evidence on the representativeness of 
the voter sample. 

There is another possible objection to our study. Someone might argue 
that the discovered relationship was a matter of coincidence and that a 
study based upon all voters in the county would show the relationship to 
be different. In answer to this argument, we have recourse to what has 
been called the Jaw of repetition. This rule, which is used by all scientific 
investigators, states simply that: 


When two things (events, characteristics) are observed to be repeatedly as- 
sociated with each other (simultaneously or in succession) in a regular way 
(that is, the percentage of cases in which they are associated is constant), count 
on the association to continue, with a degree of confidence that increases with 
each case observed.® 


In a representative sample of 50 cases, we might find that 60 percent of 
the Republican voters as against 25 percent of the Democratic voters had 
a negative attitude toward price-support legislation. A suspicion that this 
relationship was coincidental would be allayed if we found essentially the 
same relationship in a much larger sample. The more cases upon which a 
generalization is based, the more confident we are that the relationship 
will hold for future cases. If increasing the size of the sample results in a 
significant change in the character or size of the originally discovered 
relationship, we are left with two possibilities. Either the original sample 
was not as representative as we thought it was, or the original relationship 
was a matter of coincidence. The law of repetition cannot be applied 
unless one is confident that his sample is representative. 

The fact that each additional supporting case strengthens a generali- 
zation, and the further fact that we never exhaust our supply of cases— 
what about Republicans and Democrats not yet born—means that an em- 
pirical generalization never achieves the status of final and absolute truth. 
(See discussion later in this chapter on the principle of continuous con- 
trol.) We are willing to generalize about the future whenever we have a 


* Monroe C, and Elizabeth L. Beardsley, Philosophical Thinking: An Introduc- 
tion, Harcourt, Brace & World, 1965, p. 198. 
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generalization we think time is not likely to destroy. This kind or degree 
of confidence depends upon how long, or more accurately for how many 
cases, the generalization has worked. 

Generalizations that rest upon scanty evidence are regarded as trial 
generalizations. These retain the status of hypotheses. As additional sup- 
porting cases become available, we gain confidence in these generali- 
zations, and in time they may come to be regarded as highly reliable tools. 
But no generalization ever loses its trial character; it is always tentative, if 
it is empirical, in the sense that it is always subject to the test of further 
experience. Even the best grounded of generalizations have evolved from 
experience; and, since there is no end to experience, one cannot be 
totally sure that the future will not force a change in presently held in- 
sights. If we are sure that the sun will rise tomorrow, it is only because 
we have had thus far only supporting cases. 


THE RULE OF SIMPLICITY 


Earlier, we indicated that there is a preference for the simpler of two 
hypotheses when the data support both. This preference is based upon 
the rule of simplicity. 


When two incompatible alternative hypotheses explain the same facts, and 
neither can be eliminated by available evidence, then, other things being equal, 
choose the simpler of the two hypotheses.é 


This rule is also sometimes called the principle of parsimony. The his- 
tory of science is replete with examples of its use. The mention of one is 
sufficiently illustrative: The ellipses of Kepler explain certain data more 
simply than do Ptolemy’s epicycles, or Copernicus’ complicated circles. 
In expressing a preference for simplicity the danger to avoid is over- 
simplification. We must be certain that the more simple hypothesis 
actually explains a situation without doing violence to its inherent 
complexities. We never prefer a simple explanation simply because it is 
simple. It must also be correct. 

A careful reading of the rule of simplicity reveals that the alternative 
hypotheses must be incompatible. That is, acceptance of one forces 
rejection of the other. If it is possible to believe both hypotheses, or if 
each explains a different set of facts, the rule does not apply and ought 
not to be invoked. 

Sometimes the word “simplicity” is used in reference to that which is 
understood;—we describe a situation we understand by calling it simple, 
while labeling as complex anything we don’t understand. Ths is not the 
meaning of simplicity used in the rule of simplicity. Rather the rule 
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refers to an explanation that employs the fewest possible number of con- 
cepts or variables. 


THE RULE OF CONTINUOUS CONTROL 


This principle is intended to alert investigators against the pitfall of 
absolute truth. Man may search for absolute truth, if he is unscientific, 
but he can never know whether he has discovered it. Scientists believe in 
endless inquiry for the same reason they do not believe in ultimate or ab- 
solute truth. Any belief—singular or general—about matters of fact is 
open to modification or rejection some time in the future regardless of 
how firm its support in the present. 

The principle of continuous control observes a difference between war- 
rant and correctness. When we say that we have warrant for believing 
something, we mean that we rest our belief upon evidence known to us. 
On the basis of known evidence we say that a given belief is correct. Fur- 
ther experience with this belief may reveal evidence not known to us in 
the past which reveals its incorrectness to us now. This means that our 
past warrant was not as good as we thought it was. Warrant is always a 
matter of evidence, and correctness is always a matter of warrant. Since 
no one can ever prove that he has all the evidence, it is risky to assume 
that beliefs which today are taken to be warranted will always enjoy that 
status in the future. Any warranted belief may turn out later to be incor- 
rect and any unwarranted belief may develop later into a correct belief, 
provided that we keep ourselves open to new evidence. It is this openness 
to the voice of experience that the principle of continuous control would 
have us observe." 


THE RULE OF HARMONY 


This principle emphasizes the importance of consistency. General- 
izations should be consistent with each other, and with the data. 

The rule of harmony asserts that a hypothesis is true if it brings order 
(harmony) to data that otherwise would not hang together and make 
sense. Take the following situation from everyday life: 


A high school senior with a wide acquaintance is hurrying to school. She 
passes a dozen people she knows and mumbles a casual greeting to each. Sud- 
denly her attention is caught. She turns and peers intently after the receding 
shape of Annabelle, who did not answer. Is this, perhaps, not Annabelle at all, 
but a total stranger? No, there is that hideous purple sweater. It is Annabelle. 

. . . Is Annabelle distracted, troubled, preoccupied? Has she perhaps quar- 


* For the best discussion of the principle of continuous control see H. Gordon 
Hullfish and Philip Smith, Reflective Thinking: The Method of Education, Dodd, 
Mead, 1961, pp. 65-67. 
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reled with Joe? Or—wait a minute—could Helen have told Annabelle what I 
said about her the other day? ® 


In this example, absence of harmony is indicated by Annabelle’s failure 
to respond to a greeting. This is the problem to be explained. The 
hypothesis that the person was not Annabelle but someone else was 
dismissed because the datum, hideous purple sweater, did not fit. The 
hypothesis that Annabelle was preoccupied will do if there are no data 
that fail to fit, and if it removes or explains the original disharmony. The 
same test applies to the hypothesis that Annabelle has fallen heir to some 
gossip. In order for either hypothesis to be satisfactory it must harmonize 
all known and relevant data. The extent of the data to be harmonized 
brings us to consideration of another rule or principle. 


THE RULE OF ADEQUACY 


This principle asserts that a conclusion should be consistent with all the 
data that are relevant. A hypothesis that harmonizes some of the relevant 
data, but not all of it, is unsatisfactory. That is, it fails to pass the test of 
the rule of adequacy. The words all and relevant need to be examined 
with some care before this rule can be understood. 

Obviously, no teacher, student, or group of students ever knows all the 
data. Much data has not yet been discovered (hence, the relevance of the 
principle of continuous control), but much that is known is not known to 
a particular investigator or group of investigators. Bayles has said that a 
student or teacher observes the rule of adequacy if either is “inclined 
always to consider all data available and to obtain all data possible.” ® ‘The 
rule is violated “if a pupil is inclined to ignore certain data or to terminate 
his quests for data while more are still obtainable.” *° Relevant data are 
any data which affect the truth status of a hypothesis. 

Suppose that a person claims that Negroes are less intelligent than 
whites. In support of this statement he cites data which indicate that the 
average IQ of southern whites is greater than the average IQ of southern 
Negroes. In order to remove region as a factor, he may also cite data that 
northern whites have an average IQ greater than that of northern 
Negroes. If someone then observes that northern Negroes have an 
average IQ greater than southern whites, the claim of racial superiority is 
rendered dubious. We need a new hypothesis, another explanation. Data 
which indicate a cultural bias in intelligence tests may suggest that all the 

®° Critical Thinking in Current Affairs Discussion, Junior Town Meeting League, 
356 Washington Street, Middletown, Connecticut, Wesleyan University, 1956, p. 5. 
The author of this passage is unknown, but it very probably was Alan F. Griffin. 

* Ernest E. Bayles, The Theory and Practice of Teaching, Harper & Row, 1950, p. 
123. 
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above differences in average IQ may be explained by a hypothesis that 
relates IQ not to race but to learning opportunities. This hypothesis is 
acceptable because it harmonizes all relevant data available to us, and so 
far as we know, there are no obtainable data in conflict with it. That is, 
the hypothesis passes the tests of adequacy and harmony. 


The application of the rules of repetition, simplicity, adequacy, har- 
mony, and continuous control to the study and teaching of generaliza- 
tions should result in improved insight, provided also that adequate atten- 
tion has been accorded the sampling problem. An insight is likely to 
prove successful as a plan of action (or a generalization to live by) to the 
extent that it produces expected or intended consequences. Tested in- 
sights are useful as guides to action in proportion as they encompass and 
add consistency to as many data as possible. The critical test of a person’s 
insights is whether they provide him with a set of beliefs about himself in 
relation to his social and physical environment which are extensive in 
scope, dependable in action, and compatible with one another. 


DISCUSSION QUESTIONS AND EXERCISES 


1. List five ideas or hypotheses. Indicate for each the implied data that would 
have to be actual data if the hypothesis is to be judged true. 

2. Jesus was said to have been conceived immaculately. According to Chris- 
tian history, this event has not been duplicated before or since the birth 
of Jesus. Does this mean that the belief that Jesus was the Son of God is 
a trial generalization? Be careful and thoughtful in your answer. 

3. Do teachers have to choose between teaching facts and teaching generaliza- 
tions? 

4. What relationship, if any, do you see between the material in this chapter 
on teaching generalizations and the material in the preceding chapter on 
teaching concepts? 

5. Do we use facts or generalizations or both in teaching and testing gen- 
eralizations? 

6. Describe a problem-solving activity in which the rules of adequacy and 
harmony were violated. 

7. Does the rule or principle of continuous control mean that all religious be- 
liefs are unreliable? 

8. Should all human belief be scientific? 
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CHAPTER 6 


Value Analysis and Value Clarification 


THEORY of teaching provides for the instructional treatment of dif- 

ferent kinds of content. We have indicated what is involved in the 
reflective treatment of concepts and generalizations. Another kind of 
content consists of the values held by people. In this chapter, we shall 
consider the bearing of reflective thought upon values. Can they be 
tested, and is it possible to say in any reflective sense that some values are 
better than others? Does the world of scholarship have anything relevant 
to say about the valuing activities of man? If the response to these ques- 
tions were entirely negative, reflective teaching of conceptual and factual 
content would be well nigh meaningless. We know that much of our per- 
ception is screened by our purposes and values. If it is not possible for 
reflection to change our values, then it is surely the case that “objective” 
perception is impossible. To say that reflection cannot justify any value is 
to say that reflection cannot even justify itself. 

The import of the value problem is not limited to questions of ped- 
agogy. In the opinion of many observers, the present stage of.western civ- 
ilization, including those nonwestern cultures subjected to westernizing 
influences, is one of great moral uncertainty and confusion. Value 
conflicts are numerous and destructive. And the confusion is so great that 
many people appear to have no values at all, or endorse so many con- 
flicting values they resemble the general who would ride his horse in all 
directions at once. 

The United States is a particularly striking example of this value con- 
fusion. We want to preserve our cherished civil liberties; yet the exercise 
of these liberties, particularly if it takes the form of “untimely debate,” 
viewed as a form of subversion bordering upon treason. We would like to 
retain a free-enterprise system; we also value certain economic ends 
which only government seems able to achieve. We want to practice econ- 
omy in government, we also want our government to contain Com- 
munism in all parts of the world. We want to extend democracy to 
everyone; but we want to exclude from our company, and particularly 
from our marriages and neighborhoods, those whom we perceive as non- 
Caucasian in their racial ancestry. We want to give everyone maximum 
opportunity for mental health and good adjustment, yet continue to 
honor our tradition of sexual repression—which value is being continually 
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undermined by the fact that we vigorously support sexual titillation as a 
major commercial enterprise. These are illustrative moral problems, and 
do not in any sense constitute a complete list. However, the list is com- 
plete enough to threaten the sanity of every priest, prostitute, pundit, and 
politician in the land. 

Our moral problems are so challenging as to make technical problems 
minor by comparison. In fact, few of the social problems we seem unable 
to solve are rooted in technical deficiencies. In the United States, for 
example, we can eliminate poverty, slums, and unemployment any time 
we choose to do so. We have all the technical resources for achieving 
these goals. That we have not solved these problems simply means that 
we do not value doing so. Nor do we value not doing so. Moral paralysis 
is one consequence of value confusion. 

Progress toward solution of moral problems would occur more rapidly 
if public education included a reflective study_of value alternatives. In- 
stead, we find that our schools ambivalently float between two traditions. 
One of these earnestly attempts moral education and character devel- 
opment by engaging in heavy-handed moralizing. The other, stemming 
from a certain version of logical positivism, treats all value judgment as a 
cognitively empty enterprise. Neither tradition nourishes the intellectual 
development of young people. 


Moralism in the Schools 


Moralism assumes that morality in young people is largely a matter of 
their learning the difference between right and wrong. A good person is 
simply one who does the right thing. It is good for people to be honest, 
loyal, kind, cooperative, and independent. It is bad for them to be dis- 
honest, disloyal, unkind, uncooperative, and dependent. 

Schools go about the development of desired traits in a variety of ways, 
_one of which is the teaching of precepts. This practice has been criticized 

as largely verbal, and therefore ineffective. But few are the schools that 

do not use it in some way. Under it, adages and other wise sayings 
abound. “Honesty is the best policy,” or “A stitch in time saves nine,” 
may be communicated in the curriculum in many ways, devious or di- 
rect. 

Another common practice among moralists is the setting of good 
examples. This is believed to be more effective than the verbalisms of pre- 
cepts. Teachers are expected to behave, when before pupils, in exemplary 
fashion. The crude language that pupils hear at home is out of place in the 
classroom. Pupils receive the impression that teachers who use foul 
language in school are more sinful than businessmen who charge high 
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interest rates, fix prices, engage in fraudulent advertising, or sell cancer- 
inducing cigarettes. Until the labor shortages of World War II, married 
women were not permitted to teach in most public schools, possibly on 
the assumption that virgins could set better examples. 

Because teachers are as human as parents, and therefore not always able 
to project an image of purity, moralists sometimes draw their examples 
from legendary sources. Stories of a legendary nature, in which protag- 
onists exemplify a purity no twentieth-century teacher could ever 
achieve, are a regular part of the curriculum. The prevalence of stories 
about great men and their sterling traits is particularly noticeable in ele- 
mentary grades and junior high school. High-school students are often 
too cynical or reality bound to take such tales seriously. One youth 
commented on the story about Washington and the cherry tree by ob- 
serving that “the old boy went far in politics considering the handicap 
with which he started”? (and thus revealed his stereotype about politi- 
cians). 

The use of patriotic ritual is another device practiced by our moralists. 
Singing the national anthem and pledging allegiance to the flag are open- 
ing exercises at many a school function. Whether it is moral to be patri- 
otic, or whether democratic patriotism is different from other kinds of 
national allegiance, or whether one can be loyal to both God and Country 
as the Eisenhower version of allegiance to the flag implies, are questions 
seldom raised by those who use legend and ritual as their approach to 
character education. 

Probably, the most sophisticated and modern form of moralism is envi- 
ronmentalism. It is now recognized by most moralists, particularly those 
‘who pride themselves on being “modern” and “progressive,” that envi- 
‘ronment has much to do with what people become. Under the slogan, 
“values are caught, not taught,” students are ostensibly surrounded by 
“good” influences. In order that students may learn democratic values, 1t 
is believed necessary that they learn in democratic classrooms. Democratic 
behavior is said to be absorbed from classrooms that are democratic. 
Parents act on the same principle when they surround their children with 
“good” books, “good” music, and “good” art. It is expected that children 
will absorb “good” taste from their surroundings. The notion that one 
can learn democratic values only as one chooses reflectively from alterna- 
tives is not entertained by most environmentalists.? 

When the environmentalism practiced by moralists works, young 
people are inducted into democratic behavior without learning concep- 


* This comment was reported by the late Boyd H. Bode. 

* This “résumé” of moral education is a paraphrase of one to be found in Harry 
S. Broudy, B. Othanel Smith, and Joe R. Burnett, Democracy and Excellence in 
American Secondary Education, Rand McNally, 1964. 
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tually what democracy means. Such students cannot cope with criticisms 
of democracy, and when democracy conflicts with undemocratic alter- 
natives they cannot make rational choices. They also have difficulty in 
applying democratic attitudes to new situations. The problem of adapting 
democratic values to the new realities of urban America is a source of 
continuing frustration to them. 

All such attempts to teach children to distinguish between right and 
wrong—using precepts, setting examples, telling stories, ritualizing, and 
environmentalizing—share a tendency to preach and exhort. All are 
linked into a system of rewards and punishments which reinforce “good” 
behavior. An associationist psychology of learning is consistent with these 
practices. Under this approach, objectives in moral education depend 
entirely upon societal preference. What society defines as the good life 
becomes the life that children are taught to live. In a society that has 
moral uncertainty and flux as a defining trait, this approach is worse than 
useless. It provides young people with bundles of conflicting values, 
without arming them with a reflective method by which to remove 
conflict from their outlooks. 

The indoctrinative practices of moralism lead to hypocrisy in adults 
and cynicism in youth, as the former teach the latter values that adults no 
longer practice except in faint-hearted ways. A way out would be for 
society to teach its youth how to examine reflectively the value conflicts 
that characterize society. We cringe at doing this, because we fear that 
many of our institutions would not survive this kind of examination. 


THE NATURE OF VALUE CONFLICT 


One of the most serious deficiencies in the moralistic approach 1s its 
conception of value conflict. Conflict is seen as competition between good 
values and bad. The idea of conflict between good values and good is 
foreign to moralism. 

Moralists probably overestimate the difficulty involved in teaching 
children to distinguish good from bad behavior. Most children learn the 
cultural attitudes toward good and bad at a comparatively early age. Most 
children want to be good, to do the right thing, just as do most adults. 
But neither children nor adults find it easy always to be good. Several 
difficulties arise. Those who want to be honest are not always able to 
perceive what honesty means in particular situations. This is a difficulty 
in both application of a principle and analysis of a concept. Another 
difficulty arises from the contradictory prescriptions of our kind of 
culture. And finally, there is the kind of conflict between good and good 
that can arise even in a stable and well-integrated culture. For example, a 
culture may agree to foster a valuing of honesty and kindness but fail to 
teach its children how to make a choice when these values conflict. 
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Should one always tell the truth, or should one sometimes withhold part 
of the truth in order to be kind? And how does one decide? 

A moralist who has no reflective sense will teach children always to be 
honest and kind. Obviously one can be honest in many situations without 
being unkind, just as in a host of circumstances one can be kind without 
being dishonest. But let us suppose that Mr. and Mrs. Brown and their 
small son, Johnny, have been invited to dinner by the Joneses. Mrs. Jones 
asks Johnny how he likes the soup. Johnny, if he is honest, will say that it 
is the worst he has ever tasted. This answer is anything but kind, and is 
very likely a response that none of the adults want him to make. If 
Johnny has been taught always to be honest, and always to be kind, he is 
likely to be tongue tied. Should he be honest, or kind? And how is he to 
decide, when reflective analysis of value alternatives has not been part of 
his education? If Johnny has been taught to be sophisticated as well as 
honest and kind, he might murmur something trite and unintelligible, 
hoping all the while that he would not be offered a second serving. But, 
whether to be honest, kind, or sophisticated is still a problem to be solved 
reflectively. 

This is not a problem that can be solved through a fixed hierarchy of 
values—higher values invariably being preferable to lower ones. Any 
value hierarchy would have to be flexible enough to permit values to 
move up or down a scale according to qualifying circumstances. Without 
flexibility in the hierarchical ordering of values, wise or intelligent 
behavior would be impossible. Perhaps it is intelligent behavior or wis- 
dom that we most need to develop through our programs in moral educa- 
tion. If so, the kind of moralism that asks us merely to choose good over 
evil will not do. 

Adults, also, experience difficulty in making choices among conflicting 
values. The story is told of a secretary who sought advice from the editor 
of a lovelorn column in a local newspaper. The secretary wrote that she 
was working for a man for whom she had developed strong feelings of 
loyalty. He had raised her salary several times, provided liberal vacations, 
furnished good working conditions, and even helped to finance the 
medical care of her aged mother. ‘The secretary learned that her em- 
ployer had made false income-tax returns. She wanted to know whether 
she should be loyal to this man and keep her mouth shut, or whether she 
should be honest and report his crime to the tax authorities. In this situ- 
ation, it would have been no help at all to advise that a moral person is 
always both loyal and honest. 

We have the same kind of conflict at the national level, e.g., the deci- 
sion between a policy that prevents inflation and one that fosters fuller 
employment. Bankers may fear inflation more than unemployment, and 
wage earners may have a different ordering of values. What is best for 
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the general welfare? Full employment or price stability? To say that we 
should always support full employment and price stability may not be a 
discerning answer in all circumstances. 

How does one proceed when he has a conflict between honesty and 
loyalty and his moral training has uncritically inculcated an absolute val- 
ing of both? The usual procedure is for a person to decide in some way 
what to do, then rationalize his decision. His moral training has made 
moral responsibility impossible, and rationalization and self-deception a 
necessity. Furthermore, a culture such as ours, rich in clichés, makes irre- 
sponsibility easy to practice. A person who puts off making an important 
decision can offer as his excuse a reluctance to ‘Sump from the frying pan 
into the fire.”” On the other hand, any tendency to make a decision in 
haste and without appropriate deliberation can be rationalized with the 
observation that “he who hesitates is lost.” One can play with proverbs, 
but morality is a most serious business. To say that “appearances are de- 
ceiving” may be a wise saying, but so is the claim that “a man is known 
by the company he keeps.” When “wisdom” conflicts, what does the 
good man do? 

Confused and self-contradictory thinking will exist in the area of values 
as long as we teach that moral problems are limited to choices between 
good and evil, with no recognition of competing “goods.” The felt moral 
problems of our culture, and probably of all cultures no matter how 
integrated they may be in their core values, arise when people find it de- 
sirable to satisfy two cherished but incompatible ends. To an outsider not 
caught up in the agony of choice, morality may appear to be ability to 
distinguish between good and evil. For a person making a choice, moral 
decision usually requires distinguishing between two or more “goods.” 
When at least two desired courses of action come into mutual conflict, 
moral choice becomes necessary. Yet even textbooks on social problems 
read as if good opposed evil in our world. We are asked by such books 
whether urban renewal is a good thing, not whether urban renewal con- 
flicts with other “goods.” 

In recent years, this country has been worried over what economists 
have called the balance-of-payments problem. In order to avoid continued 
loss of gold to other countries, we have been tempted to follow policies 
that bring about a more favorable trade balance; often these have been 
policies that encourage unemployment in excess of 4 percent. Full 
employment and a more favorable balance of trade are both viewed by 
many Americans as desirable goals. When desired goals conflict with one 
another, wise men will always search for a policy that preserves both 
goals. Failing to find such a policy, they must then decide which goal is 
the more important. In this connection, John Maynard Keynes once 
proposed a policy that would have made it possible for countries such as 
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the United States and the United Kingdom to pursue policies of full 
employment without worry as to balance of payments. It took reflection, 
not moralism, for Keynes to work out this policy. The fact that the 
policy was never adopted only proves that reflective solutions to prob- 
lems are not always politically popular. 


THE MORAL PROBLEMS OF YOUTH 


That typical moral problems of youth involve choices among com- 
peting goods is supported by a study of beliefs and behavior in sixteen- 
year-old boys and girls. Havighurst and Taba report that the adolescent 
peer culture places great value on social participation, group loyalty, and 
individual achievement and responsibility. The group studied also ac- 
cepted the traditional middle-class values of a midwestern community 
—respectability, thrift, responsibility, self-reliance, and good manners. 
Adults could hardly find fault with the predominant values of youth in 
this community. High-school students seemed committed to the ends 
most revered in our society. 

The study also clearly revealed the kinds of moral conflicts created by 
the American culture. Loyalty to one’s friends is a universally respected 
value. And this was one of the most cherished values of the sixteen-year- 
olds, among whom loyalty to the group seemed to require following the 
pattern of behavior generally practiced in the group: 1e., mind your own 
business, don’t criticize your friends, and don’t let anyone else criticize 
them. Therefore, group members felt obligated to protect those peer- 
group members who violated traditional moral standards. Thus, they 
were caught in a conflict between two loyalties—one to the peer culture 
and one to the adults of the community who were trying to enforce the 
conventional mores. Two good ends were at stake, not a good end and a 
bad one. 

Since these sixteen-year-olds had never been taught the nature of moral 
choice—the analysis of value conflicts—it is hardly surprising that a great 
deal of confusion and self-deception was evident among them. Test 
results showed that when they were confronted with a value conflict they 
tended to choose courses of action that violated the abstract principles in 
which they believed. Not more than one-third of those examined seemed 
able to apply their abstract beliefs about morality to concrete situations. 
The reputation of a student, for good or bad, seemed to have little to do 
with his understanding of moral principles or his ability to apply it in 
specific situations. Reputation seemed to be based on adoption and con- 
sistent application of certain overt behavioral forms, which included co- 
operation with teachers, regular church attendance, and verbal (and 


* Robert J. Havighurst and Hilda Taba, Adolescent Character and Personality, 
Wiley, 1949. 
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vocal) espousal of traditional middle-class moral standards. Students who 
seemed most confused, and most likely to follow expedient courses of 
action, were those with social ambitions. 

Although the Havighurst-Taba study is now many years old, times 
have not changed enough to invalidate its findings. In 1966, a news 
magazine reported the results of a poll taken by Louis Harris and Associ- 
ates, Inc. Interviews with a representative sample of thirteen- to seven- 
teen-year-olds revealed that 96 percent believed in God. But such prac- 
tices as copying one another’s homework, plagiarizing from critical 
essays, carrying crib notes to class, and stealing examination questions 
from faculty offices were the fashion, according to teachers’ and admin- 
istrators’ reports, and by students’ own admissions. Allen Barton, who 
studied students at 99 colleges, concluded that half his sample cheated, and 
that cheating would be more prevalent in high school.* 

Another study, dealing with college students, found that most of them 
disapproved of cheating, but that cheating was considered all right if 
everyone else was doing it. The tendency to practice cheating if others 
were doing it was strongest among religious students. Irreligious students 
were least likely to succumb to conformity.® 

Jacob, in his study of college students and their values, reported that 66 
percent would not report a cheater if he were a personal friend, but only 
16 percent would fail to do so if he were not a friend. The same students 
would undercut friendship in favor of honesty if there was evidence that 
the college authorities knew about the cheating incident. In such circum- 
stances only 27 percent (compared with 66 percent in other circum- 
stances) would fail to report a friend. There was a strong undercurrent 
of opportunism functioning in lieu of strong moral commitments.® 


Logical Positivism 


We said at the beginning of this chapter that the schools are caught 
between two intellectually sterile approaches to moral education, moral- 
ism and positivism. Neither approach values reflective study of value 
alternatives, as we see it. Having completed our discussion of moralism, 
we turn next to positivism, a philosophy that continues to dominate much 
of the thinking in social science. 

Positivism claims or assumes that only judgments of fact are verifiable. 


“ Newsweek, March 21, 1966, pp. 59-60. 

5 Rose K. Goldsen, et al.. What College Students Think, Van Nostrand, 1960. 
This study also revealed that religious students had stronger racial prejudices. (Charles 
Y. Glock and Rodney Stark, [Christian Beliefs and Anti-Semitism, Harper & Row, 
1966] link belief in Christianity to expressions of anti-Semitism.) 

° Philip E. Jacob, Changing Values in College, Harper & Row, 1957. 
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All judgments of value are unverifiable. Properly defined, these terms no 
doubt have some pedagogical value, but positivists have oversimplified 
their use. 

According to positivists, judgments of fact are statements about present 
or past reality. They describe relationships among things; they are objec- 
tive, and have assumed referents in nature. The ground or warrant for 
any judgment of fact lies in observations or experiments. Judgments of 
fact, to use an earlier expression, are testable only with public evidence. 
Any investigator can verify another man’s judgment of fact by repeating 
his observations or experiments. Examples of judgments of fact in the so- 
cial studies include generalizations (such as, women on the average live 
longer than men) and singular statements (such as, the price of corn is 
$1.10 a bushel). 

A judgment of fact, it follows, may or may not be true. Its distinctive 
quality depends, not on its being true, but on the supposition that its 
truth can be checked objectively. For example, the statement “bigamy is 
legal in South Carolina” is a judgment of fact but untrue. After it has 
been checked and confirmed, a judgment of fact becomes a fact. It 
appears, then, that judgments of fact are equivalent to the contingent- 
synthetic statements discussed in Chapter 4. 

Whether a statement is a judgment of fact hinges, not on whether it 
can be verified at the time it is made, but on the type of subject matter 
with which it deals. Although mankind does not now have the evidence 
to verify it, a proposition like “some form of animal life exists on the 
planet Mars” is a judgment of fact. And so is a proposition like “the 
adoption of socialism in a country leads eventully to loss of political 
freedom,” which deals with objective, cause-and-effect relationships, and 
is thus theoretically verifiable. 

The term judgment of value (or value judgment) refers to a statement 
whose subject matter, according to logical positivists, is not subject to the 
test of observation or experiment. A value judgment is thought unsus- 
ceptible to verification, not because evidence is lacking but because its 
subject matter deals with feelings and preferences. All such judgments, it 
is held, express personal preference or taste. 

Value judgments are usually identified by the presence of one or more 
value terms. A value term denotes the quality of a preference which the 
utterer intends to express. In the sentence “Marilyn is a_ beautiful 
woman,” the value term is beautiful. Commonly encountered value terms 
are good and bad, right and wrong, naughty and nice, decent and inde- 
cent, moral and immoral. 

A student who dismisses the comment of a teacher, or other student, 
with the expression, “But that’s a value judgment,” is being positivistic. 
Any statement that can be classified as a value judgment is typically re- 
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garded by students as one they need not commit to memory. Such state- 
ments are not treated as items of knowledge or information, except by 
teachers who cannot tell a value judgment from a judgment of fact. 

Another example of value judgment is any statement containing the 
words should or ought. These statements are called policy statements. Ex- 
amples are: “The government should not spend more money than it re- 
ceives as tax revenue,” or “Women ought to wear higher necklines than 
they do.” Translated, these read, “It is good for government to spend no 
more than it receives as tax revenue,” or “It is good for women to wear 
higher necklines.” Before we classify as a value judgment any statement 
that contains the words should or ought, we must pay careful attention to 
context. Sometimes such words refer simply to possibility and not to 
moral judgments, as in the expression, “I should be able to make the 6:30 
train.’ 


RELATIONSHIP OF FACTS TO VALUES 


It is to the credit of logical positivism that it sensitizes people to the 
difference between values and facts, and to that extent fosters objectivity. 
As a tradition, it is preferable to the moralistic emphasis upon preaching 
and exhortation. But its oversimplifications lead to ethical neutralism, and 
it overlooks or underplays the impact that facts and values have upon 
each other. It is hard to deny that some values are better than others, yet 
this denial is implicit in logical positivism. We also recognize that factual 
developments have valuational meaning. A typical college textbook in 
American history, for example, relates the invention of the automobile (a 
factual achievement) to certain changes in sexual mores. It is also true 
that changes in values can affect the nature and direction of scholarly 
pursuits. The desire to avoid the mass unemployment of the 1930s has no 
doubt had some effect on the research activities of professional econ- 
omists, and this in turn has had an effect upon the emergent content of 
economics. 

Philip Smith has observed that the early conflict between science and 
religion was resolved on the basis of a truce. Science was given the job of 
seeking truth; religion reserved to itself the task of morality. One conse- 
quence was that science devoted itself to seeking new truths, whereas re- 
ligion pursued the discovery or maintenance of eternal values.’ This truce 
broke down, however, because the new truths of science inevitably had 
value consequences. Consider the effect on traditional morality of the de- 
velopment of effective contraceptives. 

Logical positivists have always been aware of the relationship between 
facts and values, but apparently have not always sensed its methodological 
implications. If other scientific discoveries (i.e., facts) can effect value 


* Philip G. Smith, Philosophy of Education, Harper & Row, 1965, p. 162. 
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change and if value change can affect our scientific activities and the find- 
ings that arise from those activities, perhaps the simple wall between fact 
and value, built by logical positivism, is resting upon a shaky founda- 
tion. 


Concepts, Descriptive and Valuative 


Careful analysis suggests that the distinction commonly made between 
judgments of fact and judgments of value is misleading in the extreme. 
The usual distinction conveys the notion that judgments of fact are 
divorced from acts of evaluation; that they are merely true or false de- 
scriptions of a physical reality outside an observer—objective, exact, and 
dependable; and that judgments of value refer to nothing existent or sub- 
stantial. That is, fact judgments refer to what is “real,” value judgments 
to what is “unreal.” If this were the case, value judgments would have no 
place in inquiry. It is also misleading to suppose that any such hard-and- 
fast distinction can be made between statements. We saw earlier how 
difficult it is even to distinguish between relational concepts and empirical 
generalizations. 

In one sense, all statements are evaluative. If one person says to an- 
other, “You are a thief,” he is employing a judgment of fact, but also ex- 
pressing disapproval (a judgment of value). Even relatively neutral state- 
ments may reflect acts of valuation. Suppose a person says, “Marilyn wears 
a size 4 shoe.” This is a judgment of fact. But why was it said? Clearly, 
the speaker attaches importance to knowledge of Marilyn’s shoe size. 
That he has chosen to focus attention on this particular judgment of fact 
indicates a valuation. It seems likely that all thought involves the making 
of valuations—continuous selection of what is important in relation to 
one’s ends. 

Even though values permeate descriptions, it is believed that judgments 
of fact are verifiable. Why, then, the insistence that value judgments are 
always unverifiable? Let us take the statement, “Mexicans are good agri- 
cultural workers.” The presence of the term good suggests that a value 
judgment has been made. But, if we intend the statement to describe 
Mexican workers as workers, “good” would imply qualities such as skill, 
willingness to work, and reliability. If our intention is to describe the 
morality of Mexican workers, then “good” would imply qualities that 
define moral. In either case, the implied qualities can be defined inten- 
sionally or extensionally in terms of behavior, traits, or examples; and, 
thus, on the basis of factual data, the statement can be verified. Anyone 
who accepts our definitions can obtain the same factual data—therefore, 
our value judgment is subject to public verification. 

Any statement whose truth can be tested by scientific means, any state- 
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ment which may be shown through public tests to be true or false, may 
function as a hypothesis in reflection. The testability of any proposition 
depends, not on the presence of particular types of words, but on 
whether the concepts in the proposition can be defined meaningfully 
(that is, according to defining criteria) in a way that is clear, if not 
acceptable to all investigators. 

The confirmability of any statement depends upon the definitiveness 
of its concepts. Its (public) verifiability depends upon whether there is 
general agreement on the meaning of its concepts. When all investigators 
agree on the attributes or properties implied by a value concept, then 
there is good possibility of agreement as to the truth of a tested proposi- 
tion containing that concept. These properties should, of course, when- 
ever possible, be stated in measurable, observable, or operational terms. 

Obviously, some value terms are more difficult to define than others. 
Consider the phrase, “This pie is delicious.” “Delicious” may refer to a 
group of highly subjective judgments, the grounds for which are hard to 
communicate. On the other hand, deliciousness may be defined in terms 
of certain qualities—sweetness, tartness, juiciness, or tenderness; in which 
case, it is possible to consider the statement more objectively. Properties 
stated as poetry or metaphysics pose far greater obstacles to reflection 
than does any valuative concept. 

Rather than trying to classify statements by means of rigid distinction 
between fact judgments and value judgments, it is more realistic to think 
of statements as falling on a continuum, at one extreme of which are those 
having a common meaning, and at the other those expressing highly 
individualized and subjective preferences without shared or collective 
meanings. It should be remembered, however, that a statement at the 
preferential end of the continuum can be shifted toward the opposite end 
by reflection upon the problem of definition. Whether a given statement 
falls toward one end or the other of the continuum depends on the 
meaning shared by those engaged in investigation. We express our 
manner of describing and classifying statements as follows: 


Fact-Value Continuum 


Statements with Statements whose 
clear and agreed terms do not have 
upon meanings. clear and common 
Example: This is meanings. Example: 
a red necktie A flared skirt is 


more attractive than 
a sheath skirt. 
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Statements that fall toward the right end of the scale generally contain 
value terms with highly subjective meanings—attractive would probably 
present serious difficulties in definition. Used as hypotheses or as “factual 
evidence,” such statements create unmanageable problems in investiga- 
tion. But these problems can be solved. For example, the statement that 
some women have physical features which make it unwise, if not impos- 
sible, for them to wear a sheath skirt, is testable enough; and such women 
are probably more attractive to most people when attired in a flared 
skirt. 

In Chapter 4, it was suggested that the teaching of descriptive concepts, 
at least those that are used for classificatory purposes, involves a pro- 
cedure that sets forth their defining attributes, thus making the inten- 
sional meaning of a concept as clear and specific as possible. In the game 
of baseball, we said, a strike is defined as (1) a pitch within a certain zone, 
(2) a pitch that a batter misses when he swings, or (3) one that he bats 
into foul territory with a count on him of less than two strikes. Some- 
times an argument will develop during a baseball game over whether a 
given event is a strike. Players may surround the umpire and argue against 
his decision. Everyone agrees on the definition of a strike, the only point 
at issue is whether a certain pitch matched the attributes of a strike. This 
is a factual matter, a judgment of fact. All decisions of a baseball umpire 
are judgments of fact to the extent that rules and definitions are agreed up- 
on in advance by players on both sides. Arguments may develop over ap- 
plication or interpretation, and these can become so acute as to result in 
the ejection of a player from a game. But how much more vociferous and 
unmanageable the conflict would become if there were no prior agree- 
ment on definitions and rules—i.e., on what the game means. If umpires 
had to make up rules as the game was played, it might be impossible to 
play a game at all. 

Logically, value concepts pose no problems not posed by descriptive 
concepts. If we could define our moral terminology, judgments of fact 
would tell us whether a person was engaged in a moral or an immoral 
course of action. These judgments are now labeled value judgments only 
because our value concepts do not have the same meaning for most 
people. This lack of agreement on what concepts mean—or their defining 
attributes—prevails in the value realm of modern life. It is misleading to 
assume that such agreement is impossible. Barriers to agreement in the 
moral realm are indeed great, but no more insurmountable than they are 
in other realms of scholarship. 

Science is a realm of scholarship, and we are told that science can ascer- 
tain the truth but cannot define our ends or set forth the meaning of vir- 
tue. It would be more to the point to say that xo one can ascertain truth 
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unless he first defines truth. The biology teacher who lists evidence to 
support his claim of truth for a theory of evolution may encounter oppo- 
sition from someone who claims to possess a higher truth. This “higher 
truth” is often said to have divine origin and is not defined as that which 
can be verified in nature under experimental conditions. Revealed truth is 
not experimental truth. To accept a theory of evolution as true expresses 
a preference for experimental truth. 

Is the conflict over the meaning of truth an irreconcilable or unsolvable 
matter? Evidently not, since the conflict steadily wanes as scientific evi- 
dence increases. More and more, people have come to embrace the exper- 
imental meaning of truth. Revealed truth still has its devotees, partic- 
ularly when it does not conflict with experimental truth, but these be- 
come fewer in number with each succeeding generation. Most of those 
few who still doubt the truth of the evolution theory, do so because they 
lack familiarity with the evidence, not because they prefer nonexperi- 
mental truth. 

There is also conflict over the meaning of morality. There are those 
who contend that whether a moral principle is good depends upon the 
consequences of acting upon it. A consequences test is an experimental 
test. On the other hand, there are those who believe certain moral prin- 
ciples to be inviolable and eternal regardless of the consequences of acting 
upon them; just as there are those who, preferring revealed truth to 
experimental truth, hold to belief in some absolute, unchanging truths 
regardless of scientific evidence. Needless to say, those who base their 
morality upon eternal principles are as absolutistic as those who define 
truth as fixed and unchanging. 

The basis for absolutism is not always religious, it may be political or 
economic. Any philosophy can offer absolutes, and only certain versions 
of pragmatism lack absolutes of the kind we have been discussing. 


Value Analysis: A Teaching Model 


Analysis of value concepts, as we have seen, logically resembles analysis 
of descriptive concepts. What we know about the testing of analytic state- 
ments, as reported in Chapter 4, applies to valuative content. But much 
more than concept analysis is involved in the testing of value judgments. 


Many value judgments take the form of policy decisions. We ought to 


increase government spending, or we ought to cut taxes, or we ought to 
recognize the government of an unfriendly power, are examples, A policy 
decision requires in addition to-concept analysis a consideration of conse- 


quences. This consideration of consequences has three~phases,-(1) an 


i 
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attempt to anticipate or project consequences (2) an appraisal of conse- 
quences in terms of their goodness or badness by application of criteria, 
and (3) a justification of the criteria used to appraise consequences. 

An outline of the teaching procedures for dealing with both conceptual 
and empirical aspects of valuation would run as follows. 


I. What is the nature of the object, event, or policy to be evaluated? 
This question plainly poses a task in concept analysis. If the students 
are trying to evaluate the welfare state, they should define this object 
as precisely and clearly as possible. 

A. How is the welfare state to be defined intensionally and exten- 
sionally? By what criteria is it to be defined intensionally? 

B. If students disagree over criteria, and therefore in their definition 
of welfare state, how is this disagreement to be treated? Must 
they agree? Can they agree to disagree? Are there criteria by 
which welfare state ought to be defined? On what basis can we 
select among different sets of criteria? 

II. The consequences problem. 

A. What consequences can be expected or anticipated from the pol- 
icy in question? Is it true, as some have claimed, that the growth 
of the welfare state destroys individual incentive? How does one 
get evidence for answering this kind of question? 

B. If students disagree in their projection of consequences, how is 
this difference to be treated? Can evidence produce agreement? 
What is the difference between a disagreement over criteria and 
a disagreement over evidence? 

III. Appraisal of consequences. 

A. Are the projected consequences desirable or not? 

B. By what criteria are the consequences to be appraised? How do 
different criteria affect one’s appraisal of consequences? 

IV. Justification of criteria. 

A. Can criteria for appraising consequences be justified? How? 

B. If students disagree on criteria, and therefore in their appraisal 
of consequences, how can this difference be treated? What re- 
lationship ought to exist between one’s criteria and one’s basic 
philosophy of life? 

C. Are students consistent in their use of criteria? 


The entire problem outlined above has been called the problem of 
justification. If we cannot justify a definition or a policy, we are morally 
paralyzed. We have many social-science experts in government and 
industry who will serve any purpose that is proposed by their employer, 
but who are reluctant to participate in the formulation and justification of 
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purposes. Their reluctance is rooted in a belief that purposes cannot be 
determined by elther science or scholarship. 


APPLICATION OF THE MODEL 


Let us suppose that a teacher wants his class to understand and evaluate 
a policy of collective bargaining. He may start by asking the class 
whether collective bargaining has had beneficial effects for the country as 
a whole. Students are likely to diverge in their responses. Some will an- 
swer in the affirmative; some in the negative. Many will no doubt answer 
that some of the effects have been desirable, but that other effects have 
been undesirable. Up to this point, questions have been for the purpose of 
focussing student attention upon the policy to be evaluated. The teacher’s 
next questions will be intended to enlist students in a quest for more 
knowledge. He will proceed upon the reasonable assumption that evalu- 
ation of any policy depends in part upon how much we know about that 
policy. 

Two kinds of knowledge are reflected in the above outline. We dis- 
cussed these in Chapter 4. One kind is analytic, the other synthetic. If we 
ask students, What is collective bargaining? we are asking for definition, 
which, as indicated earlier, is an analytic form of knowledge. At the stage 
of concept analysis, then, the teacher asks for examples of collective 
bargaining (hence, deals with extensional meaning) and for the defining 
attributes of collective bargaining (its intensional meaning). The teacher 
also wants his students to have a knowledge of the effects of collective 
bargaining. This kind of knowledge is empirical, that is, synthetic or con- 
tingent, and is involved when the teacher asks questions about conse- 
quences. These two kinds of knowledge are equally essential to evaluation 
of policy, but they should not be confused with one another. 

At the stage of concept analysis, the teacher concentrates on definition. 
He does not ask for the causes of collective bargaining, as would be the 
case if he asked his class why we have more unions today than in 1800. 
Nor when concept analysis is the task at hand, does he ask the class to 
discuss the effects or consequences of collective bargaining. A history of 
collective bargaining is also inappropriate, unless there is something in 
that history that throws light on the meaning of collective bargaining. 
The method of comparison and contrast is one of the most effective 
teaching methods at this stage. Students may not be able to pin down the 
essence of collective bargaining except as they contrast it with individual 
bargaining. No matter how many examples of collective bargaining stu- 
dents may be able to supply, the teacher will not be satisfied until they 
can state its intensional meaning. 

When a concept is undergoing analysis, students will frequently con- 
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sult a dictionary, or a glossary of terms in a textbook. Specialized diction- 
aries as well as a general, unabridged dictionary will prove useful. Even 
when these resources are used, students may not always agree on what a 
concept means. If the occasion warrants, the teacher will refer to an offi- 
cial definition as an authority. Regardless of the occasion, the teacher will 
be alert to instances in which definitions possess internal inconsistencies. 
For example, the teacher will not ignore the inconsistency revealed by 
students who define welfare legislation as legislation that advances the 
welfare of some groups at the expense of other groups, but who fail to see 
protective tariffs as examples of welfare legislation. 

Once a class achieves some clarity as to the intensional meaning of 
collective bargaining, it is ready to concentrate on the question of 
consequences. Some consideration of consequences has no doubt been 
present during the concentration on concept analysis. For example, 
during the stage of concept analysis, the teacher may have asked such 
questions as: Could we have collective bargaining without unions? 
Without a closed shop? Without the right to strike and picket? These are 
empirical questions because they ask how unions, closed shops, strikes, 
and picketing affect collective bargaining. A part of the meaning of 
collective bargaining is to be found in its relationship to other concepts. 
Some foray into empiricism, then, always accompanies concept analysis. 

The stage at which the search for consequences is concentrated is simply 
one wherein emphasis on empirical questions is more deliberate and or- 
ganized than in other stages. It is at this stage that the teacher hammers 
hard at the whole question of where a given policy leads. History has 
recorded many experiences with collective bargaining and ultimately, the 
empirical question of consequences can be answered only by turning to 
experience as recorded in history. 

If, at this stage, students cannot agree on consequences, the teacher will 
confront them with evidence. Since their disagreement is over judgments 
of fact, an appeal to evidence is a logical step. Only by testing various and 
conflicting judgments of fact can students decide on the truth about con- 
sequences. 

Probably, the students who dislike collective bargaining will predict 
dire consequences, while those who favor it will predict desirable con- 
sequences. In this respect, students tend toward tunnel vision. That is to 
say, they predict only a very narrow range of consequences. A teacher 
can try to combat this lack of objectivity by directing attention to any 
and all evidence of more or less incontrovertible nature. This kind of 
evidence is not always easy for students to find, or to recognize when 
someone else finds it for them. Students are prone to believe that evidence 
on consequences is unobtainable in the social sciences, and that all claims 
as to consequences are conjecture and opinion. They have yet to learn 
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that a generalization about the effect of unions upon wages is a testable 
statement. They have also to learn that often there is a range of possible 
predictions, and that one must choose that which has the most support, 
regardless of how sparse that support may be. 

If the evidence is convincing enough, students may agree on the conse- 
quences of collective bargaining. Whether they agree or not, the next 
step in valuing is to appraise consequences as desirable or undesirable.® 
Let us suppose that students agree that collective bargaining results in real 
wages higher than those available from individual bargaining. Is this 
good? The answer depends upon what criteria are used. If students differ 
in their criteria, they will differ in their answers to the question of good. 
It is important to note that the criteria used to evaluate consequences are 
not the same criteria as are used to define a policy. Definitional criteria 
set forth the essential meaning of a policy, but appraisal criteria assume 
certain valued ends. 

Some students may argue that the higher real wages resulting from 
collective bargaining are too high. By “too high” they may mean that 
wage earners achieve gains that are greater than gains in labor productiv- 
ity. Those who reason this way may be assuming that wages set by indi- 
vidual bargaining are more likely to reflect labor’s actual contribution to 
production. This amounts to saying that the wages set by a free market 
are more just than those established by the cooperative efforts of workers. 

Students who disagree with this reasoning may argue that wages set by 
a free market are not always living wages. In their rejection of a free 
market, they advocate collective bargaining. They may also assume that 
employers are in a position to exploit workers, that is, pay them less than 
the value of their contribution to the productive process. 

We see then that the students using a free market as their basic cri- 
terion evaluate the consequences of collective bargaining differently from 
those students who reject this criterion. This difference over a criterion, 
therefore, amounts to a difference in opinion over the nature of the con- 
sequences. One group is saying that a free market pays people what they 
have earned, in a productive sense, whereas the other group argues that 
this is not always the case. 

At this point, the teacher may want the two groups to consider to- 
gether whether a free market is always preferable to one in which buyers 
and sellers enter into collusion against one another. But before doing so, 
he may want to test both sides as to the consistency and constancy of 
their respective devotions. To find whether the advocates of a free 


® It simplifies matters if students evaluate the same consequences, and for this rea- 
son the teacher always tries to get as much agreement as possible on the likely conse- 
quences of a policy. 
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market are consistent in their advocacy, he may ask them such questions 
as: Do you favor tariffs? Do you favor trust busting? Do you believe in 
subsidies of any kind? Is it right to support farm prices by restricting 
production? These questions are intended to find out whether the advo- 
cates of a free market are consistent in their advocacy. 

To students who believe in collective bargaining, he can address the 
same questions, hoping to find whether they consistently reject the free 
market. Although teachers may differ over whether they have a right to 
teach their students to value the free market, or indeed to teach students 
their own values, there can be no doubt that logic alone demands that we 
help students to realize the value and meaning of consistency. Students 
can be consistent in their valuing, without necessarily agreeing with a 
teacher. 

We are left with one question. Can students justify whatever criterion 
or criteria they use in evaluation of consequences? In the case we have 
been considering, this means literally: Can those who use the criterion, 
free market, justify their preference for markets that are free over ones 
that are not? Or can those who prefer a nonfree market justify their 
preference? 

Most economists would argue that a free market results in the most 
efficient allocation of scarce resources. If efficiency is one’s sole criterion, 
there is no question as to the superiority of a free market over any market 
in which buyers or sellers are able to combine. The same economists will 
grant that few of our markets are really free. Evidently, men have had 
objectives other than efficiency, and many of our public policies have 
been formulated to combat some of the effects of free competition. 

A free market is a neat theoretical model which is never completely 
achieved in practice. To have a free market, it would be necessary for 
each participant in it to be fully informed on alternatives. For example, 
each individual, before making a wage contract with any employer, 
would make certain there was not some other employer in that market 
willing and able to pay a higher wage for the same kind and amount of 
work. If there were, he would, if rational, sell his services to that 
employer. It would likewise be necessary for each person and each re- 
source to be mobile enough to go where its services were in greatest 
demand. Above all, each person in a free market must behave rationally in 
an economic sense, if the market is to remain free. These three assump- 
tions seldom operate with full force, and consequently our markets are 
seldom entirely free. 

Even though our markets are not entirely free, they could be more free 
than they are. When one questions the monopolistic practices embodied 
in unions and collective bargaining, he is asking for greater freedom in 
the labor market. But, as he reaches in this direction, he may be asked 
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why we should not restore freedom in other markets. Should we eliminate 
the practice of having the government deliver mail at less than the 
cost of providing the service? Should we repeal all tariffs on imported 
goods? Should we eliminate all advertising that fosters product differ- 
entiation? Should we eliminate public schools and state universities, and 
restrict education to those who can afford to pay its cost? Should maga- 
zines and newspapers pay postage rates that cover the cost of delivery 
rather than receive, as they do at present, an indirect subsidy in the form 
of an uneconomically low postage rate? What about monopolies that 
seem to result from advanced technology and mass production? Should 
they be busted by the government, and can this be done without destroy- 
ing our technology? These are fair and reflection-promoting questions. In 
order to oppose collective bargaining while supporting other exceptions 
to free competition, one must develop justifiable criteria for doing so. 
One can do this if he can develop a rationale for a mixed type of econ- 
omy, in which there is some planning and some competition. 


Different Meanings of Valuing 


Our teaching model for values attempts three achievements: (1) inten- 
sional definition of value concepts (2) instrumental use of values, and (3) 
intrinsic worth of values. The question of whether value concepts may be 
intensionally defined and thus serve as elements in testable hypotheses is 
not the same as the question whether, apart from their instrumental use, 
values can be shown to be intrinsically worthwhile. Smith has treated 
these differences with remarkable clarity by distinguishing three mean- 
ings for the expression “X is good.” 


X is good 
1. X leads to Y 
because + 2. The goodness of X is entailed by S} and 
Ae lelakerx 


that is sufficient reason for valuing X ® 


The view that X is good because it leads to Y illustrates the treatment 
of X as an instrumental value. We did as much with collective bargaining 
when we discussed its consequences. This treatment has a strength and a 
weakness. Its strength is that people sometimes support or oppose a value 
without knowledge of consequences. Once such knowledge of conse- 
quences is acquired, people may change in their valuing of collective 
bargaining. If those who oppose collective bargaining learn that its 


° Smith, op. cit., p. 189. 


140 METHOD AND THE SOCIAL STUDIES 


abolition would likely result in widespread unemployment and a lower 
standard of living for almost everyone, they might come to approve col- 
lective bargaining. ‘The weakness in the instrumental treatment of values, 
however, is that, although one may learn that X leads to Y, he may not be 
certain that Y is worthwhile. Instrumentalists then suggest that one look 
into the further consequences of Y. Does it lead to Z, and is Z worth- 
while? Instrumentalists often assume that value perplexities can be 
resolved at some point on a means-end continuum. 

The expression that X is good because it is entailed by S can be trans- 
lated to mean: I like X because I believe in democracy. If X stands for 
collective bargaining, and S stands for democracy, then, this defense of 
X simply means that those who believe in democracy must also believe 
in collective bargaining. This approach amounts to a logical test of X. 
We deduce a valuing of X from a valuing of democracy. In contrast, the 
instrumental testing of X is an empirical one. Both tests are necessary in 
a fully reflective classroom experience. 

Logical and empirical tests can be combined into a single test. One 
could say that X is good because it leads to Y, which is entailed by S. 
Whether X leads to Y can be settled by recourse to evidence. Whether y 
is entailed by S is an exercise in pure logic. If there is doubt whether S is 
worthwhile, one can apply a similar test to S. But where does all this re- 
flection end? Is inquiry endless? Does it ever have a termination? 

Consideration of what it means to say that X is good because I like X is 
helpful on this point. Smith observes quite accurately that this is the most 
troublesome question we face in the value realm.“The traditional view has 
been that “likes” and “dislikes” are private feelings not subject to public 
test. Two qualifications of this traditional view seem to make sense. First, 
people don’t always like what they say they like, or believe they like. 
This inner discrepancy can exist when people do not pay adequate atten- 
tion to the Socratic dictum, “Know thyself.” Teachers of social studies 
would do well to pay more attention than they traditionally have to the 
kinds of educational methods that give students practice in self-examina- 
tion, This emphasis is plainly present in our values model. Teachers may 
recurrently ask questions along this line: “I notice that many of us say 
that we like classical music. Why don’t we ever listen to any? Do we 
really like it?” 

One can investigate publicly whether his likes are in harmony with 
one another. A person may observe a pretty girl and say to himself, “I 
like that.” But a moment later he may also find himself saying, “But, if 
I do anything about it, that would be adultery.” How do I feel about 
adultery? Do I like it? Would its commission produce in me feelings of 
anxiety and guilt?” We have said that this self-examination can be done 
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publicly. That is, harmonies and disharmonies in likes and dislikes can be 
subjects of class discussion. “If we like X can we also like Y2” Bayles, 
more than anyone else has made this kind of teaching a central emphasis 
in education, and has developed a rationale for its implementation.1° 
Smith says the same thing when he suggests that we look at the expres- 
sion, “I like X” in terms of whether this preference is in harmony with 
our basic character. 

That a given value judgment is in harmony with one’s basic character 
does not mean it is a judgment that everyone ought to make. Value judg- 
ments are relativistic, as are all scientifically made judgments of fact. A 
judgment of fact is true relative to the chosen definition of truth; judg- 
ment of value is right relative to what a person is, or wants to be. 
Judgments of both fact and value can be made reflectively, if we recog- 
nize the values of relativism as opposed to the values of absolutism. 

A scientific or reflective methodology cannot provide absolute or 
perfect warrant for any value judgment. But neither can it provide this 
kind of warrant for a judgment of fact. Whether a person tends toward 
absolutism or relativism may have more to do with his basic character 
than any other factor. Value education that centers upon selfhood and its 
development will necessarily include study of comparative philosophies, 
for this is the kind of value education that places the value problem 
within persons, not between them. If two people disagree in their value 
judgments, they may be able to compromise. But it is hard to compromise 
if one has not come to terms with himself. A person adrift never knows 
whether compromise is necessary or even possible. 

The role of a democratic teacher in all this is not to strive to make 
students agree with him on all value judgments. A value judgment that is 
in harmony with my basic character may not be in harmony with yours, 
_and your basic character may be as good as mine. A democratic teacher 
will offer to students every inducement and encouragement to accept the 
values implicit within reflective method. He cannot dodge this choice. But 
within this method a wide range of value judgments and basic characters 
are possible. In expressing a preference for this method over other ways of 
knowing, the teacher is declaring himself an adherent to democratic teach- 
ing. Ultimately, every student has to decide whether his basic character is 
to be democratic-reflective in its central values. Such a decision is highly 
personal, but teachers of social studies can help students to make it 
reflectively. 

We want students to be consistent in their values, but we also want 
them to justify values by recourse to criteria derived from a philosophy 


* Ernest E. Bayles, The Theory and Practice of Teaching, Harper & Row, 1950. 
Also his more recent Democratic Educational Theory, Harper & Row, 1960. 
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to which they subscribe. Whether they choose to subscribe to a demo- 
cratic philosophy is their decision to make—probably the most important 
decision in their lives. 


DISCUSSION QUESTIONS AND EXERCISES 


1. Can we have social unity if we cannot agree on values? Does a commit- 
ment to reflective method imply that some values are better than others? 
If everyone does his own thinking in the moral realm will we have agree- 
ment on values? 

2. If people do not agree on the meaning of “good,” can they agree in their 
value judgments? Do they have to agree on values in order to cooperate? 
Does democracy require that individuals agree in their values? 

3. Can we have a society based upon common purposes if individuals fail to 
agree on ultimate values? 

4. Could inductive teaching be applied to values? What would be the conse- 
quences of teaching values inductively? 

5. Most teachers reward good pupil behavior, and punish bad. Is this practice 
consistent with a reflective approach to moral education? Is this practice 
necessary to good discipline? 

6. Can we teach concepts and facts without teaching values? 

. How would you teach an understanding of a value conflict? 

. What are the functions of criteria within valuing? Can criteria, defining or 

appraising, be justified? How? 


com 
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CHAPTER 7 


Teaching History Reflectively 


Niee SECONDARY Students are enrolled in history than in any social 
study. Junior-high-school students usually are required to study 
United States history, often in eighth grade; senior-high-school stu- 
dents take it in eleventh or twelfth grade. In most high schools world 
history is an elective in ninth or tenth grade, and there is now some sen- 
timent in favor of making it a two-year course. Large urban high schools 
frequently offer as electives Latin American and European history. Sev- 
eral states require students to take a course in the history of their state. 

Students also study United States history in elementary school along 
with some geography. Consequently, high-school graduates typically 
have had three exposures to United States history, and much of the 
literature on the social-studies curriculum has struggled with problems of 
duplication and repetition. Any suggestion that one of these exposures 
might well be omitted from the curriculum receives strong opposition, 
particularly from veterans’ organizations that view history as an oppor- 
tunity to teach patriotism. 

Despite the amount of instructional time devoted to history there is 
general dissatisfaction with the results. In theory, learning in history 
should be the same as learning in any other social study. Students would 
be expected to cast and test hypotheses, using data from experience and 
experiment as a basis for achievement of tested insights. History handled 
in this way would present no special problems in teaching. Unfortun- 
ately, many historians do not agree with this conception of history, with 
the result that the dominant approach in the secondary school largely pro- 
motes the learning of arbitrary associations, and generalizations cast in 
the past-tense rather than the present. 


Is History a Social Science? 


Historians cannot agree on whether history is a social science or one of 
the humanities. This disagreement acquires significance when one notes 
that how a subject is conceived has some effect on how it is taught. To 
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determine whether history is a social science requires some definition of 
social science. 

The social sciences are those fields of inquiry—presumably “scien- 
tific’ —which deal with the social behavior of man. The aim of a social 
scientist is to gain such insights into human behavior as will make possible 
its prediction or explanation in specified situations. It is Jaws (however 
tentative) of human behavior which social scientists are seeking. 

History, it is often contended, is not a true social science. Both histo- 
rians and social scientists can be found to support this view. Stuart Chase, 
after polling a great many social scientists, concluded that history should 
be regarded as an accessory discipline. “History,” he said, “deals with 
events which have gone into limbo . . . and can never hope to measure 
living phenomena or use the full scientific method.” 1 Robert Lynd, a 
sociologist, has said, “There probably never was another era when ‘the 
appeal to history’ uncorrected by multiple new variants in the situation 
meanteless.i/2 

The aim of reflective thought, as we have noted repeatedly, is to 
achieve warranted present-tense generalizations cast in the form of if- 
then propositions. hese are of the nature of rules or principles. Their 
role is to predict and explain, and, applied in problematic situations, to 
suggest new hypotheses. Learning such generalizations makes transfer of 
training possible. The aim of all scientific inquiry is to achieve tested gen- 
eralizations of this sort. This is what theory building is all about; and 
ultimately science is theory building and nothing else. 

To the extent that historians generalize, all but a few do so in the past 
tense. Gottschalk, in a solid and famous study, has identified six kinds of 
historians. These can be classified according to their attitude toward 
building present-tense generalizations. 

First, there is the historian who would not knowingly make any kind 
of generalization. If he occasionally generalizes, it is only because the flesh 
is weak. Once he becomes aware that he has made a generalization he 
begins to work on its elimination. This kind of historian hopes to have it 
proclaimed at his last rites, “He died, bereft of generalizations.” Gotts- 
chalk labels this kind of history “the school of the unique.” 3 Only 
compilers of documents and chroniclers are genuinely representative of 
this school. 

A second kind of historian belongs to the “school of the strictly limited 
generalization.” Members of this school make generalizations “knowingly 


* Stuart Chase, The Proper Study of Mankind, Harper & Row, 1948, p. 48. 

* Robert S. Lynd, Knowledge for What? Princeton University Press, 1948, p. 131. 

* Louis Gottschalk, “Categories of Historiographical Generalization,” in Louis 
Gottschalk, ed., Generalization in the Writing of History, University of Chicago 
Press, 1963, p. 113. 
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but intend to limit their generalizations strictly to exposition of the his- 
torical subject matter under investigation and of that subject matter only 
in its own setting.” + These are the purely narrative-descriptive histori- 
ans, and their generalizations are necessarily in the past tense. 

A third group, called by Gottschalk the interpretative historians, 
“make a deliberate effort to go beyond the historical subject matter in 
hand in order to indicate its interrelationships with antecedent, concur- 
rent, and subsequent events” and in doing so “risk broad interpretative 
syntheses but still limit their interpretations to interrelated trends.” ® 
Weber’s thesis that the Protestant ethic contributed to the rise of capi- 
talism, or Beard’s claim that the American Constitution reflected a desire 
for stability on the part of certain vested interests are examples of inter- 
pretative history. Gottschalk properly observes that any synthesis of this 
kind can be generalized further. When this is done with Weber, we get a 
present-tense generalization to the effect that “a certain kind of religion is 
associated with a certain kind of economic system.” Most historians are 
reluctant to make this kind of extended generalization, and consequently 
refuse to behave as social scientists. 

A fourth kind of historian belongs to “the school of generalization on 
the basis of comparisons.” The comparative historians “draw parallels and 
analogies” between “the subject matter at hand” and “other times or 
places” whether or not otherwise interrelated. Comparative historians 
usually cast their generalizations in the past tense, but it would require 
only a tiny step for them to become genuine generalists. Like the inter- 
pretative historians, their generalizations are suggestive of the present- 
tense generalizations of the social scientist. 

The fifth category in Gottschalk’s taxonomy identifies as a school the 
nomothetic historians. He calls this group the “school of generalizations 
that have validity for prediction and control.” He describes these men as 
“those who venture propositions about past trends or analogies in such 
general or abstract terms as to leave the implications, if they do not in- 
deed state explicitly, that their propositions may well be extrapolated to 
events in the future.” * A teacher who would teach history for reflective 
purposes will necessarily treat the historical content of schoolbooks with 
the same methods used at the research level by nomothetic historians— 
historians who search the past for regularities. These are the only histo- 
rians who define history as a social science. Their generalizations are nec- 
essarily in the present tense. 


nelotas 
° Ibid. 
§ Ibid. 
7 Ibid. 
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Finally, Gottschalk mentions the “school of cosmic philosophies of 
history.” They “propound philosophies that are intended to provide a 
cosmic understanding of the course of human events past and to come.” ® 
Cosmic philosophers are usually guilty of special pleading. They reason 
from a priori principles and ignore or distort data that conflict with their 
principles. 

Other historians sometimes reject the nomothetic historians along with 
the cosmic philosophers. They regard the erroneous generalizations of 
cosmic philosophers as a natural consequence of any attempt to discover 
historical laws. The baby is emptied with the bath. The essentially wnsci- 
entific character of the cosmic philosophers is confused with the essen- 
tially scientific character of the nomothetic historian. 

Gottschalk does not identify by name present-day historians who could 
be designated nomothetic. He does argue that many historians tend to 
engage in nomothetic reasearch, knowingly or not, and offers the fol- 
lowing as samples of generalizations with a predictive and explanatory 
cast: 


1. A politically satisfied populace might well accept an administration less 
than perfect whereas a politically dissatisfied one could always find fault with 
even the most laudable intentions. (From Arthur G. Haas, “Metternich, Re- 
organization and Nationality, 1813-1818,” Ph.D. dissertation, University of 
Chicago, 1961) 

2... . wherever a European state which is not now free may gain or regain 
political freedom, there the parliamentary system is sure to be established. 
(R. K. Gooch, Parliamentary Government in France: Revolutionary Origins, 
1789-1791, Cornell University Press, 1961, p. 37) 

3. And history is witness again and again that size and prestige have no fixed 
correlation. Indeed, its first lesson is that true prestige has always been the 
product not so much of genuine power as of genuine excellence. (Barbara 
Ward, “The Highest Resolve—True Prestige,” New York Times Magazine, 
January 1, 1961, p. 37) 

4. It seems far more probable [than an explanation in racial terms—Celtic 
and Germanic] that geographical factors determined the kind of settlement the 
peasants of medieval Europe made. (Jerome Blum, The European Peasantry 
from the Fifteenth to the Nineteenth Century, Service Center for Teachers of 
History, 1960, p. 3) 

5. The religious art of all peoples and periods has always been the expression 
in visual form of their belief in unseen supernatural powers governing their 
lives and destinies. (Benjamin Rowland, “Religious Art East and West,” in the 
papers submitted for the Second Conference of the Frank L. Weil Institute for 
Studies in Religion and the Humanities, Cincinnati, 1961) 

6. But the driving force behind the innovations in outlook and methods of 


* Ibid. 
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these European scientists [ of the seventeenth century] came in no small degree 
from the immense confidence they possessed in the powers of the mind to find 
truths concerning the universe which was then almost universally believed by 
learned Europeans to be the creation of God, as Christ had revealed Him. 
(J. U. Nef, “Can There Be a New Christian View of History?” in the papers 
submitted for the Second Conference of the Frank L. Weil Institute for 
Studies in Religion and the Humanities, Cincinnati, 1961) ® 


These six generalizations are not of the same kind. The kind of general- 
ization, truly nomothetic in nature, that social scientists typically seek 1s 
best represented by 1, 3, and 5. The second generalization in the list has a 
nomothetic element but falls short of being genuinely nomothetic because 
it is limited to Europe. Conceivably, there is a nomothetic insight con- 
cealed within it awaiting only a specification of general conditions favor- 
able to the rise of parliamentary government. The last generalization in 
the list is more typical of what historians like to produce as an obser- 
vation. It is cast in the past tense and makes no claim to universal validity. 
One wonders why Gottschalk offers it as having predictive-explanatory 
power. Perhaps the following comment constitutes his reason: “All of 
them, however, are intended to have universal validity, for, to recast a 
point already made, even when they deal with agricultural institutions or 
religious art of the past, they lay down general factors by which institu- 
tions or art may be affected (and understood) in the future.” 1° 

Most historians when they generalize at all prefer past-tense generali- 
zations, e.g., “Large corporations were able to exert an unhealthy 
influence in politics,” or “The tariff enabled American manufacturers to 
raise their prices above what competitive conditions would have made 
possible at the time.” Instead of saying that “Soldiers who make war on 
primitive peoples are more likely to win if they adopt some of the 
practices of the enemy” they prefer to say that “Unless American soldiers 
fought like Indians, the redmen usually defeated them.” Historians who 
pride themselves on being scientific, in the sense of getting the facts 
straight, scrupulously avoid theorizing. They argue that history can 
continue to be scientific only if it avoids theoretical generalizations. 

Such an argument misconstrues the nature of science. The purpose of 
science is to construct ever-better theories, and thus increase its power to 
predict and explain. Mere description, no matter how accurate, is not a 
science. History as a field of inquiry can qualify as a social science only 
insofar as historians work at the development of theoretical generaliza- 
tions. 

Past-tense generalizations do not qualify as theoretical generalizations. 


milUid.5-D.127. 
® Ibid. p. 128. 
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Past-tense generalizations may imply theoretical ones, but the latter are 
always timeless in quality—they refer to past, present, and future. It 
helps students to understand history if implied generalizations are put 
before them and submitted to the test of data. Many of the general- 
izations made by nomothetic historians, or implied by descriptive his- 
torians, have something wrong with them, and the purpose of reflective 
tests is to expose faulty generalizations whether stated or implied. This is 
what we mean by making history clear. 

It is doubtful that students can remember and use historical data unless 
it is incorporated in sound present-tense generalizations. Present beliefs 
can be tested with data, some of which comes from memory. History can 
extend a student’s memory back into the past, so that he may experience 
events and their meaning even though they occurred prior to his lifetime. 
One’s memory may include specific bits of information, such as the color 
of Uncle Abner’s nose; but the most useable content in anyone’s memory 
consists of lessons learned from experience. Historical experience can 
become part of one’s present experience if it confirms or disconfirms the 
lessons of one’s remembered experience. How we teach history has much 
to do with how far back our memory will be able to go. 

Perhaps the role of historical data, as well as the instructional task of 
history teachers, may be made clearer by analyzing briefly the role of 
experience in learning. It is not past events per se which affect present 
behavior but, as Kurt Lewin has said the “psychological past.” Present 
behavior is affected by past experience 7f such experience has made the 
present look different from what it otherwise would. It is the contem- 
porary meaning of objects which determines our behavior toward them. 
The past is crucially important, but only as it affects our thinking about 
the present. An event in one’s past is insignificant unless it entered into 
one’s experience at the time he encountered it and changed the way he 
now sees his environment. In short, it is the insights one gains, and the 
enhancement of wisdom which comes from them, that afford a measure 
of the value of experience. 

One may say that what is important in life is the “living past” but this 
living past is not necessarily limited to the past we have lived. Many past 
events the occurrence of which preceded our existence can become part 
of our living past as they are integrally incorporated in our present out- 
look. One might look into his past and find meaning in some event which 
had little meaning when it occurred. In the same way one may find 
meaning in something that occurred centuries before one was born. 

Obviously, a great amount of the history of the human race does bear 
on possible present-tense generalizations (that is, present outlooks), 
including those which serve the natural interests of students. It is only 
necessary that the potential relevance of historical data to such generali- 
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zations be shown. For example, historical data can support or cast doubt 
upon many rules or principles of human behavior. Ancient history may 
be as productive of fruitful content as modern; world history may be as 
useful as American. Probably certain events of the fourth century B.c. are 
more relevant to several large issues today than most of the “news” 
reported in current-events classes. The task of a teacher of history is to 
bring history into the experience of youngsters; and this may be done 
only as youngsters are helped to use historical facts as data in the pur- 
poseful testing of ideas. 

Historians who avoid the development of theoretical generalizations 
and teachers of history who discourage students from drawing lessons 
from history have some well-grounded fears behind their avoidance. 
History lends itself to rationalization. History, like Christianity, has been 
used to prove almost anything. This has led some to conclude that it can 
prove nothing at all. It is hard to follow the logic of those who argue 
that the misuse of history proves it has no use. We feel that it has use, 
but that its usefulness depends upon a willingness to take the risks of 
rationalization and hope that mistakes in generalization will deter no one 
from using past experience as a source of hypotheses for refining present 
outlooks. 

The historian may find himself behind the eight ball as he tries to do 
this. There probably are not many generalizations about human behavior 
(social theory) which can be supported dependably with historical evi- 
dence alone. At the same time, a social theory that ignored relevant past 
experience would be a very poor theory. It is the test of relevance that is 
crucial. The total field or ground against which human behavior occurred 
in 1855 could be very different from the environment a hundred years 
later. Whatever social theory is suggested by history needs to be verified 
against evidence of the present. Contemporary observation and experi- 
mentation, as provided by nonhistorical social sciences, is needed as a final 
test. Contemporary history, if conceived as a social science, can also con- 
tribute to this test. That there is a difference between the methodologies 
of history and social science has been suggested by Lewin: 


To determine the properties of a present situation . . . one can follow two 
different procedures: One may base one’s statement on conclusions from his- 
tory ... , or one may use diagnostic tests of the present. 

To use a simple example: I wish to know whether the floor of the attic is 
sufficiently strong to carry a certain weight. I might try to gain this knowledge 
by finding out what material was used when the house was built ten years ago. 
As I get reliable reports that good material has been used, and that the architect 
was a dependable man, I might conclude that the load probably would be safe. 
If I can find the original blueprints, I might be able to do some exact figuring 
and feel still more safe. 
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Of course, there is always a chance that the workmen have actually not fol- 
lowed the blueprints, or that insects have weakened the woodwork, or that 
some rebuilding has been done during the last ten years. Therefore, I might 
decide to avoid these uncertain conclusions from past data and to determine the 
present strength of the floor by testing its strength now. Such a diagnostic test 
will not yield data which are absolutely certain; how reliable they are depends 
upon the quality of the available test and the carefulness of testing. However, 
the value of a present test is, from the point of view of methodology, superior 
to that of [a historical test.]14 


Lewin goes on to suggest that two steps must logically be included in any 
historical test: (1) An investigator must determine what the past situation 
was—often no easy feat; and (2) he must show that nothing unknown has 
interfered in the meantime—that the theoretical generalization derived 
from the analysis of historical events is as true today as in the time that 
suggested it. The latter task is usually even more hazardous than the first. 

This is not meant to suggest that a historical approach has no value. 
Rather it is intended to show the difficulties involved in giving the field of 
history stature as a social science. Admittedly, there are obstacles to be 
faced by the nonhistorical social sciences as well, but they are of another 
sort. As a school subject capable of helping students acquire tested social 
theory, history may be less useful than other social studies, unless it is re- 
garded primarily as a source of hypotheses and data to be checked against 
data from nonhistorical social sciences. As a source of hypotheses, rather 
than proofs, it may be richly rewarding—if taught with that purpose in 
mind. 


Using Springboards in History 


History can be a source of data as well as hypotheses. Every human prob- 
lem, when subjected to scientific study, requires a look at history—the 
history of man’s struggle with that problem. Apparently all scientific 
fields find it necessary to make use of both historical and contemporary 
data. Without experience—which, in a broad sense, is history—human 
behavior could never be intelligent. Historical knowledge is absolutely 
essential. 

We are not talking here about the content of conventional school 
textbooks in history. We are talking, rather, about carefully selected his- 
torical data—facts which are relevant to the problems we wish to study. 
These problems are not those of the past but consist of the present con- 
tradictions and confusions in the minds of individuals—the problems of 


4 Kurt Lewin, Field Theory in Social Science, Harper & Row, 1951, pp. 48-50. 
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today. Historical knowledge as it bears on such problems is indispensable; 
historical knowledge which is irrelevant is pointless. Nor can we assume 
the “background fallacy” which holds that most persons can memorize 
and retain historical knowledge outside of problematic situations and at 
some later time employ it in problem solving. 

High-school students who study history can increase their under- 
standing of the present only to the extent to which they can be led to 
hypothesize about the present meaning of past events. Hypotheses may 
be suggested by a passage in a history text or by content from nonhis- 
torical social sciences which can be brought to bear on the meaning of a 
passage in a history text. We call these passages springboards. The testing 
of such hypotheses would utilize data from both history and the non- 
historical social sciences. 

Springboards are of three kinds. One kind is a descriptive passage in a 
history textbook. A teacher asks questions which encourage students to 
interpret the passage in terms of its contemporary significance. The 
questioning seeks to relate the passage evidentially to a live issue of the 
present or to some currently held social theory or belief which in turn 
may be related to a live issue. In any case, study of the implications of the 
passage should lead students to formulate one or more generalizations of 
potential future usefulness. The following descriptive passage and its 
treatment is offered as an example. 


Spain forbade English traders to enter Spanish waters. But the treasure ships 
from America were a great temptation to the skillful sailors of England. At- 
tacks upon foreign commerce in distant waters were regarded as piracy rather 
than war and English sea captains did not hesitate to seize any Spanish ship 
which was not well defended. John Hawkins and Francis Drake were only two 
of the many who sold slaves in Spanish colonies, sold goods in violation of 
Spanish laws, and captured Spanish ships.12 


The following questions could lead students to think about this pas- 
sage: 


1. Were Hawkins and Drake guilty of violating the laws of Spain? What 
did the Spanish think of Hawkins and Drake? Were their deeds crim- 
inal by modern standards? 

2. Did the British regard Hawkins and Drake as lawbreakers and thieves? 
What did the British people think of these men? Were they regarded 
as heroes or criminals? 

3. Are persons who are regarded as criminals by one country sometimes 
regarded as heroes by another? Can you think of any modern ex- 
amples? Is it common or uncommon to use different standards in judg- 


* Dwight L. Dumond, et al., History of the United States, Heath. 1048, p. 12. 
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ing a person of one’s own nationality and a person of another nation- 
ality? 


In answering these questions the teacher would have students consider 
such generalizations as:““A person may be called a criminal by one nation 
and a hero by another,” or “People of any nationality are likely to use a 
double standard in judging themselves and foreigners.” Some students, 
perhaps, will have been doing the latter without being aware of it; study 
of data and the idea may thus appear as a challenge and motivate them to 
serious reflection. 

A second kind of springboard begins with a theoretical idea, not a piece 
of description. Such ideas can be found in school textbooks, albeit rarely. 
The following were found in books actually used in high-school history 
courses: 


The business of the United States is business. [Expressive of a philosophy 
attributed to Harding, Coolidge, and Hoover] 

Inflation injures everybody. 

A protective tariff creates prosperity. 

Riches may bring evil as well as good. Too much wealth may lead to 
waste and neglect. 

Paper money is not real money. 


Such generalizations may seem outrageous to some students. This may 
provoke them to try to find out what is wrong with them. Even 
acceptable generalizations may serve as springboards into student thinking, 
if a teacher asks provocative questions. 

When theoretical passages such as the above are taken from a textbook 
they may be handled by raising questions designed to inquire into their 
validity. Students may question the assertion that lack of business con- 
fidence causes business recessions and depressions, for example, when 
they learn that the worst depression in American history began under a 
political administration in which business was given every reason to have 
confidence. The noting of this fact may stimulate a search for other 
explanations of business declines, including nonpyschological theories of 
the business cycle. Effective learning will have occurred when students 
gain some grasp of theoretical explanations of the business cycle which 
can be applied to contemporary business fluctuations. If the generali- 
zation encountered in the text is about past behaviors or situations (a past- 
tense generalization), questioning should be designed, first, to explore 
whether the statement has continuing validity, and if it is agreed that it 
has, to determine its accuracy. 

A third kind of springboard comprises facts or ideas which seem mu- 
tually contradictory. Textbook writers do contradict themselves with 


154 METHOD AND THE SOCIAL STUDIES 


surprising frequency. In a study of the economics content of selected 
high-school textbooks no less than twenty-one instances were uncovered 
in which, if one takes literally what was said, authors appeared flatly to 
contradict themselves.1? Because such contradictions may resemble dis- 
harmonies in personal outlooks of students they are especially provocative 
of reflective thought. Here are a few examples: 


Money can never be created, but over 90 percent of American business is 
done with “checkbook money.” 

Business is almost always conducted in an enlightened, strictly honest way; 
but consumers in the United States had better beware or they will surely be 
taken advantage of. 

A capitalist economy is inherently peaceful, but most major wars have re- 
sulted from competition for markets and sources of raw materials between 
capitalist nations. 

Because human nature is what it is, business cycles are inevitable, but there 
are no business cycles under communism. 

Economic affairs are governed by natural laws which are beyond the power 
of men to influence, but the best way to cure a poorly functioning economy is 
for each individual to apply the Ten Commandments in his economic life. 


A reflective method of teaching history uses textbook passages as spring- 
boards for problem-solving discussion. It is the steady, persistent, and 
varied use of this technique which makes the school subject of history an 
accessory in the building of social theory. Of course, the amount of 
accurate social theory now available to social scientists is limited by the 
immaturity of their own subject fields, and the most effective teaching 
techniques will not enable high-school students to theorize more effec- 
tively and more richly than social scientists have been able to do. But it is 
necessary for high-school students themselves to theorize if they are to 
understand and use theoretical generalizations. The springboard tech- 
nique can lead to such theorizing. 


SPRINGBOARDS AND ATOMIZATION 


It might be charged that the development of springboards, as proposed 
here, will atomize history; that if teachers select successive focal points 
which may be several pages apart in a textbook students will acquire frag- 
ments of historical knowledge without awareness of continuity or rela- 
tionship in historical events. Quite the contrary can be the case. A skillful 
teacher with a clearly formulated philosophy of education can use the 
springboard technique to unify history into some form other than the 
chronological narrative. At the beginning of a course, springboards may 


** Maurice P. Hunt, The Teaching of Economics in the American High School, 
unpublished doctoral dissertation, Ohio State University, 1948, pp. 247-249. 


TEACHING HISTORY REFLECTIVELY 155 


be single passages, but as the course progresses the generalizations for- 
mulated will tie the passages which first suggested them to other passages. 
By the end of a course, students may be able to identify twenty or thirty 
events (as described in the textbook) which support or question a single 
generalization. In other words, all these events are seen as having the same 
meaning. Because they are seen as data supporting or refuting a single 
generalization, they possess unity. Furthermore, groups of events support- 
ing single generalizations tend to fall together under increasingly more 
inclusive generalizations, until large parts of man’s history are seen as il- 
lustrating certain general ideas. 

There are many generalizations which can be illustrated time and again 
from United States history; once they are understood they unify many 
items of descriptive content. The following are examples of such social 
theory: 


1. People tend to cling to many customs and beliefs long after the causes 
which gave rise to them have disappeared. 

2. From generation to generation, people to some degree change their 
moral standards and their fundamental beliefs about many matters. 

3. Americans tend to accept technological innovations more readily than 
they accept social or ideological innovations. 

4. Technological innovations tend to produce social tensions which can 
be eased only by appropriate social innovations. 

5. People commonly violate in behavior ideals to which they verbally 
subscribe. 

6. Io some degree, political parties represent economic interests and 
groupings. 

7. War is a stimulus to certain kinds of economic expansion and overall 
prosperity. 


GUARDING AGAINST OVERGENERALIZATION 


Many, and perhaps most, theoretical generalizations suggested by 
events in history cannot readily be tested with any degree of finality by 
high-school students. It is very easy to create a generalization, to find two 
or three events which seem to support it, and then to conclude that it is 
accurate, a suitable guide to behavior. The cure for this superficiality is 
not to be found in instruction which discourages any attempt to gen- 
eralize. Unless generalization occurs, no transferable learning has taken 
place and instruction has been futile. Furthermore, bright students in any 
class, and even the not-so-bright, will make some generalizations—often 
superficial ones—no matter how hard a teacher tries to avoid theori- 
zation. 

If a teacher deliberately entices his students to generalize, he can then 
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watch for overgeneralization and teach his students how to distinguish 
between good and poor generalizations. One aim of high-school teaching 
of social studies (including history) should be an increased capacity to 
generalize. Moreover, students can be taught to regard every conclusion 
as a starting point for additional inquiry. Although many student con- 
clusions deserve considerable suspicion and reexamination, these weakly 
grounded principles are often better guides to action than the prejudices 
which typically govern much of American life. It should also be re- 
membered that students learn as much from rejecting or modifying a 
generalization as they learn from acceptance of one. This is a point lost 
from the sight of those teachers who avidly seek to promote learning of 
“right” answers. 

Perhaps the chief weakness against which to guard is a teacher’s ten- 
dency to rationalize—to help students find historical support for the 
teacher’s beliefs. If he knows that he has a preference for a particular in- 
terpretation of history, a teacher should consciously strive to create 
doubt in his students concerning the validity of such an interpretation 
when it is presented by a textbook author or other authority. Enough 
doubt to get alternatives considered would appear to be the guiding prin- 
ciple for a teacher who would protect students against teacher rational- 
ization. 


CURRENT EVENTS AND HISTORY 


The current-events movement is a product of the belief that proper con- 
tent of social studies education is not limited to what has been discovered 
about the past; it should include, in addition, facts which are in the 
process of emerging. It is now customary in many classes for a teacher to 
suspend textbook study for one class period a week and have discussion 
and reports on the news. 

Although the current-events movement has introduced fresh content 
into the curriculum, it is open to criticism. It tends to focus on the trivial 
and to emphasize reporting of news rather than analysis and interpre- 
tation. Also it generally fails to link study of current events with the 
remainder of a course. When this occurs in a history course, the current 
significance of past events may be slighted, and the historical roots of 
current developments may be missed. 

Teachers have ignored an obvious cure. To be understood, any social 
issue must be studied in the light of historical as well as current data. 
Some contemporary issues do not have deep historical roots. Others do, 
but standard history textbooks may omit consideration of them; and 
other relevant instructional materials are not always available. Conse- 
quently, a teacher must select issues which can be studied profitably in 
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history classes through materials which are available (sometimes only a 
textook). 

The following propositions are a brief sample (meant only to be illus- 
trative) of the hundreds potentially suitable for study in a history class. 
Each proposition is controversial in some of its aspects and, with its con- 
verse, reflects an issue which might exist in some American community. 
One cannot determine outside a particular teaching situation whether 
students could be made to feel some of these issues as problems. Never- 
theless, they are likely to be appropriate to many high-school history 
classes. No attempt is made to list types of evidence which a typical his- 
tory textbook might conceivably provide; probably an adequate analysis 
of some of the listed propositions would require evidence from additional 
sources. 


1. In order for a nation to make economic progress, it must be willing 
to increase the size of its national debt. 
2. A capitalist nation makes its greatest economic progress when taxes 
and controls imposed on business are kept at a minimum. 
New machines create more jobs than they destroy. 
4. The immigration of foreigners into the United States causes unem- 
ployment among native-born workers. 
5. The adoption of a socialist economy inevitably leads to a loss of po- 
litical freedom. 
6. Professional soldiers seldom make successful Presidents of the United 
States. 
7. Businessmen in the United States usually support freedom and de- 
mocracy as well as free enterprise. 
8. The mixing of races through intermarriage produces inferior and 
degenerate offspring. 
9. Atheists tend to be maladjusted and often immoral. 
10. The nonwhite races are inferior to whites in business and financial 
acumen. 
11. The class structure in America represents a natural ranking based 
upon innate mental, moral, and physiological differences. 
12. There are no social classes in America. 


Ww 


Issues such as these are likely to appear in current events as explicit or 
hidden sources of social conflict. Their examination can increase students’ 
understanding of news reports. 


Historical Content—Its Analysis 


Historical writing, including that found in high-school textbooks, 
abounds with concepts, generalizations, and values—as well as descriptive 
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facts and chronological narrative. All that has been said in previous 
chapters about the teaching of such content applies to the teaching of 
history. Some pointed and illustrated comment is nevertheless in order. 


CONCEPTS AND HISTORICAL DESCRIPTION 


It is true that much of the history that teachers assign students is sheerly 
descriptive and places no great strain on their mental capacities. But some 
of this descriptive material cannot be understood unless concepts are 
taken apart and put back together again. A discussion of “normalcy” in a 
typical high-school history text suggests the problem. 


In their domestic policies the administration of Harding and Coolidge made 
it apparent that “normalcy” meant a general retreat from government regula- 
tion of business. Although the federal government actively aided business men 
by levying protective tariffs and by protecting American investments in Latin- 
American countries, its overall policy was one of laissez faire. 


A possible approach to the clarification of this passage would be a 
straightforward explication of the concept of laissez faire. This concept 
embodies a body of belief about the functions of government. One who 
believes in laissez faire believes that the functions of government ought to 
be limited to: (1) enforcement of those contracts freely entered into, (2) 
provision for the national defense, and (3) maintenance of domestic law 
and order. This conception of government serves as a defining attribute 
for the category “classical liberal.” 

The above quoted text passage left the concept, laissez faire, undefined. 
This is often the case in schoolbooks, for space does not permit careful 
definition of every term. The writer of a text may simply assume that 
students understand a term, or that the teacher will take time to explicate 
the more basic concepts. More often than not the key concepts in an 
assignment require considerable explication. 

A student cannot understand “normalcy” as a departure from laissez 
faire unless he understands both terms well enough to compare and 
contrast them. The text helps him a bit with “normalcy.” It says in effect 
that the criteria were at least two, a reduction in governmental regulation 
of business, and an increase in the subsidy of domestic industry and the 
military protection of overseas investment, particularly those in Latin 
America. If a teacher makes this meaning of normalcy clear, and if he 
develops the meaning of laissez faire with equal clarity, his students will 
appreciate that normalcy was not a return to laissez faire except in a half- 
hearted sense. To accept the text’s statement that Harding and Coolidge 
had an overall policy of laissez faire, they would have to evaluate certain 
departures from that policy—in the form of subsidies and Latin American 
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intervention—as fickle notions of the moment scarcely typical of the pe- 
riod called “normalcy.” 

A teacher can, if he desires, push the analysis further. He can review 
with his students Wilson’s New Freedom and show that the meaning of 
this term is different from both normalcy and laissez faire. He can also 
anticipate study of the New Deal by developing briefly its concern with 
relief, recovery, and reform. A treatment of these alternatives can help to 
sharpen the meanings of normalcy and laissez faire. Some students may 
begin to sense at this point that major power groups and social classes in 
America have never preferred laissez faire to easy street, and that an 
understanding of history may be increased by recourse to such concepts 
as social stratification, class struggle, and the role of economic interests in 
politics. 

A teacher may test his students’ understanding of normalcy by asking 
them to sort a list of policy instances, indicating in each case on what 
basis the policy instance is to be classified as an example consistent or not 
with the doctrine of normalcy. The teacher’s treatment of normalcy and 
other concepts should have made clear to students the properties or 
attributes by which membership in a class (category) is determined. 
Some procedure such as we have outlined is necessary to teaching any 
concept defined as a category (see Chapter 4). 


CONCEPTS AND HISTORICAL EXPLANATION 


In the above explication of normalcy and laissez faire no reasons were 
explored as to why governmental policies have always departed to some 
degree from the doctrines of laissez-faire, sometimes to the advantage of 
labor and agriculture, sometimes to the advantage of business and 
industry. Today it is difficult to find a group that is not in some way, 
direct or indirect, the beneficiary of government aid. To make expla- 
nations of any kind moves inquiry into the realm of social theory and 
conceptual systems. The most effective teaching of history or the social 
sciences is bound to take us in this direction, and indeed textual materials 
in every-day use require us to do so. 

In the same text from which we took the comment on normalcy we 
read: 


During the war, industry had begun to spread into the South and West, so 
there was increased sentiment for protection in these agricultural areas. 


At another point a few pages later it says: 


Andrew Mellon, Secretary of the Treasury from 1921 to 1932, believed that 
heavy taxes on excess profits, inheritances, and large incomes “penalized suc- 
cess” and discouraged the investment of capital in productive business enter- 
prise. 
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And still later we read: 


In spite of strong objection from President Coolidge this law (Immigration 
Quota Law of 1924) excluded Japanese entirely. The unfortunate result was to 
increase the effectiveness of Anti-American propaganda put out by militarists. 


In each of these quoted passages, concepts are used for explanatory 
rather than merely descriptive purposes. The first statement offers an 
explanation for a certain development in public opinion. The second 
relates taxation policies to incentives to invest, and the third suggests a 
relationship between the effectiveness of propaganda and a policy fol- 
lowed by a nation against whom the propaganda is directed. 

A teacher can approach any such suggested explanation by reducing it 
to a syllogism. If we do this with the first of our examples, we get a syl- 
logism that runs somewhat as follows: 

Major Premise. If an agricultural region begins to acquire industries, an 
initial result is an increased public sentiment favorable to protective 
tariffs. 

Minor Premises. During World War I new industries began to develop 
in southern and western United States, two regions traditionally agri- 
cultural. 

Conclusion. During World War I the sentiment in favor of protective 
tariffs increased in its vigor and incidence within southern and western 
United States. 

It would make for dull and exorbitantly logical writing if the author of 
a text put each of his explanatory passages in a syllogistic form. But a 
teacher who reduces an explanatory passage to this form can more easily 
teach the nature of an explanation (an important concept in itself) and 
also help his students to determine whether a particular explanation is 
adequate. In the above example, the teacher would involve his students in 
several phases of inquiry. First, he would explore with them the meaning 
of each premise, making sure that his students would know what they 
were talking about. This phase would obviously call for the precise defi- 
nition of any concept in either premise the meaning of which was not 
clear to all students. Second, he would ask students to test each premise 
empirically. This phase is concerned with the truth of each premise, and 
involves the students in all problems connected with the testing of syn- 
thetic statements—matters which were discussed in Chapter 4. Questions 
such as the following might be raised in connection with testing the 
major premise: 


1. Do agricultural regions always change toward a more favorable opin- 
ion of tariffs as they undergo industrialization? 
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2. Can you think of any exceptions? 

3. Does sentiment in an agricultural region ever become more protec- 
tionist without the stimulus of industrialization? 

4. Do people always base their opinions upon economic interest? 


The reader can easily formulate for himself some of the questions related 
to an empirical testing of the minor premise in our example. 

The final phase would be directed toward determining whether the 
conclusion in the syllogism follows logically from the premises. This 
phase makes it possible for students to learn a simple principle in logic: If 
the premises in an argument are true, and if the conclusion can be de- 
duced from those premises, then, the conclusion has to be true. If a con- 
clusion can be false, even though the premises are true, we are forced to 
the view that the conclusion does not follow from the premises. 


CONCEPTS AND NORMATIVE JUDGMENTS 


In addition to description and explanation, textbooks include moral 
judgments. In descriptions of events and personalities, writers often allow 
values to intrude. The reader is not always sure whether a person or 
institution has been described or evaluated. In a “description” of the 
Harding administration one text had this to say: 


But too many jobs went to incompetent or dishonest personal friends, Cor- 
ruption was even more widespread and on a larger scale than under Grant. The 
head of the Veterans Bureau, for instance, arranged fraudulent contracts which 
cost the taxpayers an estimated 200 million dollars. The Secretary of the In- 
terior eventually went to prison for secretly leasing to private interests oil lands 
reserved for the navy at Elk Hills, California and Teapot Dome, Wyoming, in 
return for bribes totalling over $300,000. 


A great deal of evidence on the Harding administration’s hanky panky 
is included in the above passage. But a reflective reader may wonder how 
much is accurate description, how much is condemnation. Do words such 
as “incompetent,” “dishonest,” “corruption,” ‘fraudulent,’ and “se- 
cretly” function as descriptive or valuative concepts? Can a concept both 
describe and evaluate? 


At another point in the same text we read: 


Coolidge had many of the virtues associated with rural, small town America. 
He was intensely conservative, cautious, and given to few words. In his occa- 
sional public speeches he preached the old-fashioned virtues of honesty, thrift, 
and hard work. 


Concepts such as honesty, thrift, and hard work are often used as nor- 
mative concepts to express approval of the objects to which they are 
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attached. At the same time, they may be said to describe an object. When 
these terms are encountered in a school assignment, a teacher will ask 
students for the meaning of honesty, and then help them determine 
whether this meaning was held by the writer of the text. It makes little 
difference whether honesty is used in a descriptive or normative sense. 
The logical procedure is the same. What are the attributes of honest 
behavior, and can Mr. Smith be said to be honest because his behavior 
manifests these attributes? Although normative concepts are logically no 
more difficult to analyze than descriptive concepts, psychological diff- 
culties can arise when persons are not willing or able to operationalize 
their meaning for a normative concept. 

Another problem in normative thinking is the ability to justify our 
value judgments. We justify such judgments by giving reasons for them. 
In the passage about Coolidge, we are told that thrift, honesty, and hard 
work are old-fashioned virtues. What does the author mean by this? Does 
he mean that the practice of such virtues is no longer appropriate to an 
urban, industrial society? Or does he mean that a certain meaning for 
each of these terms is no longer appropriate? If this is what he means, 
what meaning would be appropriate? What is the meaning that is said to 
be inappropriate? What would be the consequences of practicing thrift in 
the city? Would the same consequences result from practicing thrift in a 
small town? In the countryside? What is behind the author’s claim that 
certain values refer to small town virtues? Does he mean that virtue is not 
everywhere the same? 

Regardless of the specific questions asked by a teacher they must fall 
within a generalized model for analyzing value judgments. If we are to 
develop a reasonable view toward a proposed policy, we must ask what 
that policy would create as consequences, and develop criteria for 
judging whether those consequences are desirable. A study of thrift as a 
policy would take this line: 


1, What is thrift? What do we mean by it? 

2. What would be the consequences of thrift? 

3. Are such consequences to be judged good or bad? 
4. By what criteria are the consequences to be judged? 
5. What justification is there for our criteria? 


The reflective study of policies and values was discussed in some detail 
in Chapter 6, but a little repetition is in order here. The first phase, which 
explores the meaning of thrift, is obviously an exercise in concept anal- 
ysis, and all that has been said so far about the teaching of concepts would 
apply to this phase. The second phase, which projects the consequences 
of thrift, would obviously deal with the testing of synthetic statements. 
The third and fourth phases are concerned with the application of values 
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to the appraisal of consequences. The fifth and final phase relates values to 
philosophical systems. A democrat would justify values that a Communist 
or other totalitarian would not. 

A reflective approach to values is not value free. It is, rather, dominated 
by all the values implicit in a reflective methodology; and these values can 
be justified only by reference to some philosophical system. 


In conclusion, the problems of teaching history reflectively are no 
different from the problems of teaching any other social study reflec- 
tively. Its content is replete with facts, values, concepts, generalizations, 
and theories. Historical data shares with remembered data a role within 
reflective process, and this is a process that can make historical content 
more clear and understandable to its students. 

Whether history is a social science, whether it possesses laws, whether 
there are lessons to be learned, whether regularities can be identified, 
whether we should study the past to understand the present, are issues the 
resolution of which helps a teacher to decide whether to teach history 
reflectively. It should be noted further that regardless of whether history 
has laws, it does make use of laws from social sciences; and a reflective 
teaching of history helps students to decide whether its generalizations 
qualify as laws. It appears, then, that there is no good reason why 
historical knowledge should not be treated in classrooms as we would 
treat any kind of knowledge that contains its analytic, synthetic, and 
valuational elements. 


DISCUSSION QUESTIONS AND EXERCISES 


1. Much is made of the difference between historical data and contemporary 
data. Is this a useful distinction? When does the past end and the present 
begin? Is everything past as soon as it happens? 

2. Define a social science. Can history be a social science? 

3. Why do some historians oppose generalizations? Why do some prefer past- 
tense generalizations? 

4. How is a nomothetic historian different from a cosmic philosopher of his- 
tory? Could you distinguish between a nomothetic historian and a social 
scientist? 

5. How does the study of present-tense generalizations solve the problem of 
relating past events to present ones? 

6. Does the claim that certain events led up to later events “explain” why the 
later events occurred? How is this type of explanation different from or 
similar to the syllogistic type? How can a history teacher avoid the post 
hoc, propter hoc fallacy? 

7. How can a teacher of history avoid bias and rationalization? Is this pos- 
sible? Can it be minimized? 
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8. Can history be used to prove anything? 
g. Are history and social science different in their concepts of truth? 


REFERENCES 


GarpIner, Patrick, ed., Theories of History, Glencoe, Ill., Free Press, 1959. 


An excellent collection of articles on the nature of history. Part II is entirely 
devoted to the problem of explanation. It contains a famous article by Carl 
Hempel which sets forth the syllogistic model characteristic of the natural 
sciences, and suggests its use in history. This position is criticized by Scriven, 
Dray, and others. 


GortscHALk, Louts, ed., Generalization in the Writing of History, Chicago, 


University of Chicago Press, 1963. 


A collection of papers on the problem of generalization. An article by Gotts- 
chalk classifies historians as to type. An article by Potter examines the role 
of data and assumptions in historical study. 


Metcatr, Lawrence E., “The Reflective Teacher,” Phi Delta Kappan, Octo- 


ber, 1962. 


Meyeruor, Hans, ed., The Philosophy of History in Our Time, Garden City, 


Nac 


N.Y., Anchor Books, 1959. 


Interesting articles on the nature of history by such figures as Dewey, Colling- 
wood, Becker, Beard, Toynbee. Pirenne, White, and many others. 


EL, Ernest, The Structure of Science, New York, Harcourt, Brace, & 
World, 1961. 


See Chapters 1 and 2 for the difference between science and common sense in 
their handling of explanations. See Chapters 13, 14, and 15 for discussion of 
problems of explanation in history and social science. 


PALMER, Joun, “Explanation and the Teaching of History,” Educational The- 


ory, October, 1962, pp. 205-217. 


Two views of history and explanation are presented. The implications for 
teaching and teacher education are then developed. Palmer compares the syl- 
logistic view of explanation with the idealism of Collingwood. 


POI AR SPILAT 


Technical Problems 





1 ’, ms { 
7 0 i 
i Mivi ts 
Ue : 
{ eed * ¥ 
> bea h Ay J | i 
{ cy , ae eee a 
- ’ 1 + .+. 
‘ Oa yA S ER 
4 
Jt 
3 ! 
7 pea @ oP y CWiyets &) - 


(een wt yin i ares a : < ; 
i mn j gird ee Le pay pas 





CHAPTER 8 


Techniques for Stimulating Reflection 


i hat LITERATURE of education seldom makes a distinction between 
method and technique, and often uses the terms interchangeably. 
In this book, method refers to a basic mode of teaching. Methodological 
questions are questions of epistemology. Technique, on the other hand, 
refers to the particular way in which a method is applied. Reflection is 
the method advocated in this book. By what techniques can this method 
be implemented? In this chapter, we are concerned to show how tech- 
niques can be made to increase the amount and quality of reflection 
among pupils. It is not our purpose so much to show which techniques 
are to be used as how techniques are to be used. Reflective teaching is less 
a matter of selecting a particular technique than of knowing how to use 
any of a variety of techniques so as to promote reflection. There are dis- 
cussions and discussions; only certain kinds of discussions involve think- 


ing. 


Importance of a Basic Philosophy 


It is usually unsound to divorce theory from practice. Technique for 
technique’s sake is pointless, even dangerous. There is nothing in a tech- 
nique per se to give its user a sense of direction, or to provide him with a 
guiding theory or philosophy. 

There is growing realization that a technician lacks the qualities of a 
professional if his training has given insufficient attention to questions of 
theory. And in many professional fields there is increasing emphasis on 
the priority of theory over technique. Rogers has commented on the 
training of counselors: “Our concern has shifted from counselor tech- 
nique to counselor attitude and philosophy, with a new recognition of the 
importance of technique on a more sophisticated level. . . . We have 
proven in our own experience Kurt Lewin’s oft-quoted statement that 
‘Nothing is so practical as a good theory.’” + He has also said that once a 
counselor achieves an orientation that stresses the worth of each person, 
he does not have much difficulty in learning the client-centered tech- 


* Carl Rogers, Client-Centered Therapy, Houghton Mifflin, 1951, pp. 14-15. 
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niques that are needed to implement this attitude. And, furthermore, that 
if one tried to use client-centered techniques without having the proper 
philosophy, he would fail to achieve their purpose. 

The position taken by Rogers does not decry the teaching of tech- 
nique. Rather, it views full mastery of technique as contributory to the 
clarification of theory. Teachers who have read and discussed a reflective 
theory of teaching will increase their understanding of the theory as they 
try out and evaluate techniques for its implementation. An ideal situation 
is undoubtedly one in which prospective teachers receive abundant phil- 
osophical and theoretical training while simultaneously receiving instruc- 
tion in the practical implementation of specific theories. A methods 
course would require that they study techniques so as to define opera- 
tionally one or more theories of teaching. 


Elements of Reflective Procedure 


In this section we will use the term belief in a broad sense. It may refer to 
concepts, attitudes, or values as well as the testable propositions that take 
the form of singular statements or generalizations. 

If teaching is to be reflective, each teaching technique should be 
fashioned to help and encourage students to move through one or more 
of the steps involved in an act of reflective thought. The pattern of reflec- 
tion is not rigid. The steps of an act of thought are to be regarded as 
phases which are indispensable but not necessarily followed in 1-2-3 
order or given equal emphasis. In short, the act of thought has a fluid 
character. It includes hesitation, repetition, forward jumps, and doubling 
back. However this may be, thought is necessarily structured, and an 
effectual teacher will be aware of how each of his actions contributes to 
one or more of its necessary aspects. 

Probably the most fruitful way of approaching the problem of select- 
ing and using techniques is to consider the matters for which a teacher is 
responsible. The specific responsibilities of teachers in fostering reflective 
learning we take to be as follows. 


ACKNOWLEDGMENT OF STUDENT BELIEFS 


Teachers must familiarize themselves with present knowledge, under- 
standings, and beliefs of students. One often hears the injunction, 
“Teachers should start where pupils are,” which reflects the principle of 
continuity of learning. Unfortunately, teachers neglect this principle; 
particularly do they ignore points of conflict and confusion in the beliefs 
of students. According to the theory underlying this book, student beliefs 
are raw materials—starting points—for reflective learning. Therefore, 
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teachers need the most comprehensive and accurate picture they can 
obtain of their students’ beliefs. They may get this picture by studying 
the students—observing their behavior and listening to what they say—or 
by student interviews. Other techniques for bringing beliefs to the surface 
are the permissive type of discussion, written assignments, and paper-and- 
pencil tests. If all these techniques are used and the results cross checked, 
a more accurate picture is likely to be gained than if only one or two are 
used. 

Studies of student beliefs indicate that students are strongly influenced 
by community ideology. Therefore, teachers can make promising infer- 
ences about student beliefs by studying the belief pattern of the com- 
munity. This pattern is revealed in editorials and letters to the editor in 
local newspapers; speeches by community members; church sermons; and 
the give and take at union meetings, service-club meetings, and com- 
munity forums. Most teachers follow these sources regularly, but seldom 
as deliberate observers and students of community ideology.? 

A teacher may also study national or regional public-opinion polls deal- 
ing with issues of general significance, and the platforms, programs, and 
public pronouncements of national and regional organizations (e.g., polit- 
ical parties, labor unions, veterans’ and patriotic associations, and busi- 
nessmen’s organizations). 

Teachers may find it useful to compile a written record of the beliefs 
they have encountered among their students. Each statement of belief 
could be put on a card and the cards filed under general categories. Such a 
file would show conflicts, inconsistencies, and points of confusion in 
belief. It is usually wise not to associate particular beliefs with particular 
students. 


SELECTING BELIEFS FOR STUDY 


Next, it is the teacher’s responsibility to select a belief for study. In 
traditional classrooms, selection of content is usually thought to be a pre- 
rogative of teachers (or, more often, textbook writers). If the reflective 
method is to work, teachers, although still arbiters of content, must learn 
to select beliefs for study with careful regard to present development and 
background of students. They must take cognizance of what can be made 
problematic to most of their students. 

* Each year literally hundreds of books are published which document in some 
detail various aspects of the belief patterns that characterize American culture. These 
studies, usually made by teams of social scientists—including psychologists, sociolo- 
gists, and anthropologists—are among our most reliable sources of data from which to 
infer the beliefs of high-school students. Not a few of the studies focus directly upon 
high-school students. Some of the oldest studies are among the best. The studies of 
Middletown made by the Lynds more than thirty years ago are still a good source of 
what people believe in the Midwest. 
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It should be clear that selection of the beliefs to be examined indirectly 
determines the content to which students are to be exposed. If certain 
beliefs about races and other minority groups are to be examined, it 
follows that certain content from sociology and anthropology becomes 
relevant. One cannot examine any belief without drawing upon relevant 
content. What is relevant depends upon what beliefs are examined. 

No matter how motivated and efficient a teacher, no student can 
reflect upon the meaning and truth of everything he believes. No student 
stays in school, or even lives long enough, for that to be possible. One 
person put it well when he said that a child of ten believes more stuff than 
he will ever understand. Since students cannot examine everything they 
believe, it is crucially important that they be encouraged to examine their 
important rather than their trivial beliefs. A teacher faces the same 
question when he tries to decide what content in a history course to 
emphasize. Either decision requires criteria by which to select important 
over unimportant content. We recommend the following criteria: 

1. The belief selected should be capable of being related to some 
important social issue, or should serve as a stepping stone to later exam- 
ination of beliefs related to critical social issues. 

2. Priority should go to beliefs related to sharply controversial issues, 
to beliefs held on the level of sheer prejudice, to beliefs which reflect 
confusion and uncertainty, and to mutually contradictory pairs of beliefs 
(conflicts) held by students or community adults, or suggested in text 
materials. In other words, curricula should be planned in terms of issues 
to be studied rather than of competencies—knowledges, skills, and 
attitudes—to be achieved. 

3. The belief selected should be held by a substantial portion of 
students in either its positive or its negative form, or both, or in a related 
form. It does not matter whether students accept or reject it, so long as 
they have some feeling about it. 

4. The belief selected should be one which, in the judgment of the 
teacher, will lend itself to fruitful study—that is, a belief which the 
teacher is prepared to handle and one for which a worthwhile amount of 
understandable factual data is available to students. 


CREATING A PROBLEM 


Having selected the belief to be studied, it is then encumbent upon the 
teacher to make certain that the students feel that a problem exists. 
Failure here automatically destroys whatever opportunity may have 
existed to stimulate sustained and energetic reflection. As suggested 
previously, a student may feel a problem when his background is inca- 
pable of interpreting or explaining a situation that confronts him. Problems 
are characterized by the generation of tension. The most urgent problems 
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will result when students become aware of evidence which questions 
some cherished belief. 

Many of the problems treated by a reflectively oriented teacher should 
be those of which students are aware, however confusedly, before class- 
room study is undertaken. This will inevitably be the case whenever a 
classroom situation is sufficiently permissive to allow students to select for 
themselves the conflicts or confusions in belief to be studied. 

Sometimes treatment of a problem involves nothing more than clarifi- 
cation, i.e., helping students better understand problems that they already 
feel. Clarification comes through talking to others about the problem and 
through learning to describe the problem clearly (perhaps with the help 
of others). For example, if a student feels conflict but is not able to 
describe it intelligibly either to himself or to others, obviously the nature 
of the conflict is unclear to him. By delving into it he may become able to 
describe it in such a way that it can become a subject of further study. 
Even though a student feels that he understands a given problem very 
well, it is usually possible to help him understand it still better. 

However, the obligations of social-studies teachers have not been ful- 
filled by clarification and study only of problems already felt. There are 
latent or potential problems in the background of every individual. That 
is, all of us at some time espouse beliefs which are mutually contradictory 
or incompatible with our behavior. We do so without awareness of 
conflict because we have not as yet been confronted with any situation 
which has thrown the discrepancies into relief. Whenever an inconsis- 
tency becomes evident to us, a problem is felt. 

A teacher has a responsibility to expose as many latent or potential con- 
flicts as possible. This involves not merely clarifying problems, but also 
“creating” them—in the sense that, where previously there was no 
awareness of conflict or feeling of discomfort, a teacher deliberately tries 
to bring a conflict to light and to make students feel uncomfortable 
enough to try to resolve the conflict reflectively. In short, one of the 
teacher’s jobs is to get students into “an intellectual jam.” If it seems 
fairly certain that a specific problem will develop later, perhaps in a situ- 
ation wherein a person will have not have sympathetic or professional 
help, the sensible course would seem to be to expose it earlier, when it can 
be dealt with wisely. This position is rejected by those who believe that it 
is better to let sleeping dogs lie—an argument that denies validity to the 
idea of preventive therapy generally accepted in fields of medicine, mental 
hygiene, and social work. 

How should teachers “create” problems for students? One way is to 
confront them with highly convincing negative evidence. Such evidence 
should be forceful—that is, easily understood, factual, and patently de- 
cisive. Quoted opinions are usually not the most forceful kind of evi- 
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dence; nor are high-order generalizations if introduced by themselves. 
Concrete evidence is called for—evidence which can be translated into 
quantitative terms (“The facts and figures,” as we sometimes say). As 
a rule, evidence introduced into a teaching situation for the express 
purpose of creating a problem for students is deliberately simplified by 
the teacher in order as clearly as possible to negate or confirm the belief 
in question. 

Another way to create a problem is to shake a cherished belief by help- 
ing students see ways in which their behavior or other beliefs contradict 
it. Awareness of inconsistency, similar to that produced when a student is 
presented with new evidence from an outside source, may thus be de- 
veloped. The basic technique used in exposing inconsistency and con- 
fusion in belief is that of asking questions. Teachers ask many questions, 
but they do not always ask probing questions, nor do they always stay 
with an issue long enough to bring to light students’ thought processes. 

Often a contradiction in belief patterns can be exposed by a ques- 
tioning device known as the subject-matter switch. A subject-matter 
switch is performed when we generalize, or reduce to principle, a partic- 
ular belief, then demonstrate how another belief is incompatible with the 
principle and, consequently, with the first belief. For example, a student 
may express the belief that “Welfare payments should be kept low, 
otherwise recipients would never look for jobs, and people not yet on 
welfare might seek to become recipients.” This is a popular belief with 
those who believe that poor people should not be coddled or given large 
handouts. A teacher who hears a student express this belief and notes that 
many in the class indicate assent then seeks agreement with the idea that 
“Poverty is the best incentive a man can have for working,” or the re- 
lated idea that “getting something for nothing” undermines one’s initi- 
ative and character. If students generally agree to either of these prin- 
ciples, the teacher then places the principle in another context (i.e., gives 
it a different subject matter) with a question like, “If this is true, then, 
would it not be well to prevent inheritance of wealth by the rich?” 
Students who also believe that “Any limitation on accumulation of 
property would destroy incentive,” are placed in a position which forces 
them to revise one or more of their beliefs. If it is wrong for people on 
welfare to receive something for nothing, should rich parents be allowed 
to leave their wealth to adult sons and daughters who might otherwise 
have to earn their own living? 


DEVELOPING HYPOTHESES 

As soon as doubt and a desire to reduce it begin to motivate students, 
the next responsibility of the teacher is to guide them in the development 
of alternatives to the belief or beliefs which have come to seem inadequate. 
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This step is called the casting, clarifying, and defining of hypotheses. 
Alternatives to the idea in question may emerge from students’ own 
thinking or may be suggested by the teacher. A teacher may suggest 
hypotheses by saying, “Here are some possible solutions which have been 
suggested by others.” Or, “Here are some ideas which have occurred to 
persons who have studied this issue.” 

Once ideas for examination are before a class, they must be rephrased 
where necessary to clarify meaning. By question and discussion, a teacher 
encourages students to remove as much ambiguity as possible. 

If the problem originated in a conflict over the meaning of a concept, a 
great deal of attention will be directed at alternative meanings and the 
logic of definition, as discussed in Chapter 4. If the problem concerns the 
examination of alternate theories and generalizations, it will be neces- 
sary to make certain that hypotheses are testable. Testability depends in 
part on whether key concepts are clear. 

If the problem originated in a conflict of values, the class will arrive at 
statements suitable for hypotheses only as concepts are defined and values 
given instrumental or logical treatment. A question such as, “Why do 
people hold this belief?” may bring out judgments of fact which can be 
tested. (A review of the material in Chapter 6 on the logic of values may 
be useful at this point.) 

Clarifying and defining hypotheses is often a lengthy procedure, but it 
is necessary if thought is to go forward at all. One of the most common 
reasons why discussions deteriorate is that a group tries to discuss a prop- 
osition which defies examination because of certain built-in vaguenesses 
or ambiguities. 


TESTING HYPOTHESES 


The next task is to encourage students to test the hypotheses that have 
been developed. Testing consists first of deducing consequences from 
hypotheses, then finding out whether the deduced consequences actually 
follow. The purpose of testing is not to prove hypotheses true or false in 
any final sense, but to demonstrate their relative accuracy or inaccuracy 
as predictive tools. It should be noted that tentative afhrmation is often 
possible and that definitive proof of the inadequacy of a belief is very 
common in classrooms. As noted previously, the best test of any hypoth- 
esis is the scientific one—whether it harmonizes all available and obtain- 
able data. 

While it is his function to acquaint students with the nature of hypoth- 
esis testing, a teacher should not devise or employ tests that cause students 
to feel obligated to accept his personal selection and interpretation of evi- 
dence. Neither should he allow students to become dependent upon him 
for all data and interpretations of data. Permissiveness must now prevail if 
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the interests of reflection are to be served. Permissiveness does not mean, 
however, that students are to be “turned loose” to disregard the criteria 
of relevance and representativeness, which, under reflective procedure, 
are the only defensible criteria for selection of data. It is essential that a 
teacher help students to understand the proper bases for selection of data, 
and to see that they avoid violating these bases. A teacher must exercise 
special care to prevent the student search for evidence from degenerating 
into a search for positive (supporting) or negative (damaging) cases 
only. The search must be for all cases obtainable and pertinent, be they 
pro or con. 

If the pooled experience of students can provide all obtainable per- 
tinent evidence, the testing of hypotheses may be completed through 
class discussion alone. Otherwise, testing operations will require not only 
discussions but also research of some sort—perusal of documentary 
materials, trips, surveys, and polls. 


CHECKING CONCLUSIONS 


The final step of reflective problem solving is drawing conclusions. A 
teacher is obligated to help students understand the generalized rules by 
which decisions are made and to check all decisions offered against these 
rules. 

If the decision involves problems of definition, students must observe 
rules different from those that are operative in the testing of propositions. 
Value problems also have rules to be observed as decisions are made. In 
order to decide among values, we have to observe the rules that govern 
definitions and the testing of propositions, plus the logical rules that tell 
us whether one value decision is consistent with another. 

If there is general classroom agreement as to the rules of reflection, 
failure to reach consensus should be infrequent. It is assumed, however, 
that conclusions reached by students will be their own. If a teacher does 
his best to help them understand the requirements of reflection, and his 
best to help them check their conclusions against these requirements, he 
can do no more. In the final analysis, the environment of conclusion 
making must be permissive, not in the sense that the teacher does not 
participate, but in the sense that he does not use his authority to dominate 
decisions. The study itself must determine the conclusion—not the pre- 
fixed beliefs of anyone, teacher or student. 

We have already treated the scientific criterion for judging conclusions 
when the idea under test is a general proposition. To restate briefly, 
hypotheses are accepted or rejected on the basis of whether they explain 
all available and obtainable data. That is to say, a conclusion will be 
considered satisfactory only if it represents a resolution of some discrep- 
ancy which takes into account all available data and from which can be 
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logically deduced new data. These data can then be sought and will, if 
found, serve as further verification. 

If the foregoing principle is understood by students, they can then 
evaluate a teacher’s proposals just as a teacher who understands the prin- 
ciple can evaluate theirs. In short, we can have a give-and-take situation in 
which each person (including the teacher) is free and obligated to make 
proposals and criticize proposals made by others. In such an environment, 
when students and teachers find it desirable to reexamine previously 
accepted conclusions, it is not inappropriate for a teacher to acquaint 
students with the conclusions reached by social scientists, historians, and 
other experts. 


Techniques for Promoting Reflection 


It has been suggested that a given technique may be judged by whether 
it contributes at some point to one or more of the steps of a complete act 
of thought. If it does, then, is it possible to identify any technique as bet- 
ter than others for producing reflection? And is it possible to recognize 
techniques that have special value in furthering a particular step in an act 
of thought? The answers seem to be that, although reflection does not 
depend on any single technique, some techniques are more likely than 
others to encourage reflection; and some are more applicable than others 
to a given stage in thought. Those who use the method of reflection must 
never forget, however, that the significance of any technique is not the 
technique per se but how it is used—and how it is used depends upon the 
purposes and theory of the teacher. 

In the sections to follow, various techniques will be discussed with res- 
pect to their potential usefulness in stimulating reflection, and with ref- 
erence to the manner in which they must be used if they are to produce a 
maximum of reflection. : 

Techniques may be classified as either directed or undirected. Directed 
techniques are those which place teachers in a central position in the 
teaching-learning process. They require a maximum of activity and 
responsibility on the part of teachers and a minimum on the part of 
students. Undirected techniques require a minimum of activity and 
responsibility from teachers and a maximum from students. This classi- 
fication is one of convenience; obviously, techniques may be placed on a 
continuum ranging from relatively directed to relatively undirected. 
Most fall somewhere between the two extremes. 

Techniques may also be regarded as authoritarian or permissive. This is 
a useful distinction but not suitable for general classification. Probably 
any of the techniques we are about to describe may be used in either 
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authoritarian or permissive fashion. Authoritarianism and permissivism 
are not functions of a technique per se but of how it is used. When used 
for authoritarian ends, techniques serve to impress a teacher’s thought 
processes on the minds of students, allowing him to dominate a group 
intellectually. Permissive techniques, on the other hand, encourage intel- 
lectual independence among students. They stimulate reflection and free 
the mind. Directed techniques may be permissive. Undirected techniques, 
on the other hand, might conceivably serve authoritarian ends, as when 
students ostensibly are allowed great freedom in selecting learning 
projects but, in their reading, are given materials which are slanted to 
support a teacher’s personal convictions. 


INVESTIGATORY TECHNIQUES OF TEACHERS 


The job of teachers, outside of actual classroom teaching situations, has 
generally been thought to consist of reading to “keep up,” making lesson 
plans, devising and scoring tests, making study guides, and supervising 
extracurricular activities. Under a reflective approach to teaching, al- 
though a teacher may do all these things, he must do more if he is to 
succeed. 

Just as a psychiatrist needs to know all he can about the mental 
processes of a patient, so a teacher needs to know all he can about the 
mental processes of his students. This would be true even if he planned to 
use relatively undirected learning situations in which students function 
largely as free and independent agents. Reasons for the need to be familiar 
with the belief patterns of students have already been discussed. 

One of the functions of a teacher, as we have seen, is to assist in 
hypothesis testing by acquainting students with publications and other 
community resources from which pertinent data may be drawn. This 
involves something more than just “keeping up,” in the usual sense. Many 
routine publications in a field—new texts and reference books, research 
monographs, professional journals—contain some data pertinent to the 
belief conflicts of students. In addition, a teacher needs to read widely in 
popular and semipopular periodicals and newspapers—with the intent of 
procuring information on and ideas of a sort useful in testing beliefs. 
Taking notes is an essential part of this activity; so is development of 
clipping files. 

In this process, a teacher must guard against selecting data which 
support only his own point of view. Investigation of the sort we are dis- 
cussing here is similar in nature to the investigation a scientist might con- 
duct in order to test a hypothesis, except that the hypotheses which a 
teacher has in mind are suggested by student conflicts, and data collected 
will be simple enough for students to understand. We do not imply that 
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students should not be encouraged to find their own sources of data. But, 
when concerned with problems for which there are no local sources of 
information, students are completely thwarted unless they use their 
teachers as resources. 


TRANSMITTING OR TELLING TECHNIQUES 


These include any means by which a teacher directly transmits ideas or 
information to his group. He may “tell” them through lectures and 
demonstrations, or by reading to them. Audio-visual presentations also 
may be classified under this general heading. Opaque projectors, trans- 
parencies, and film strips have become popular telling techniques in 
recent years. 

First, let us consider the lecture. Lectures have been in disrepute among 
professors of education, many of whom lecture for hours each semester 
on the evils of the lecture system. To the extent that lectures are con- 
doned at all, it is urged that they remain infrequent, short, informal, and 
interesting. Yet, if instruction is approached with the aim of promoting 
reflection, the criterion for judging a lecture is not its frequency, its 
length, its informality, or even whether it is entertaining. The test is 
whether it does, in fact, stimulate or contribute to reflection. 

It is true that the attention span of typical high-school students is not 
very great, and that they are not capable of being stimulated by a lecture 
for as long a length of time as college students or adults. This finding may 
have little relevance, however, once teachers enter the closed areas. When 
the issues are vital to them, their attention span lengthens. A rule of 
thumb for lectures in high school might be to limit them to 15 or 20 
minutes in length. If they do not produce thought, this is much too long; 
if they do, it may be too short. Any attempt to dress up a lecture with 
various kinds of provocative audiovisual material can make a longer lec- 
ture a reasonable risk. 

There are two stages in reflection where lecturing (or telling) may be 
highly fruitful. One is at the point where a teacher is trying to help stu- 
dents clarify or feel a problem (he may need to present negative evi- 
dence, which is often best done through telling), or where he wishes to 
describe some situation in which values are in conflict (in the hope that 
students will feel involved because of analogous situations in their own 
lives). 

Telling may also be appropriate in formulating or testing hypotheses. 
When a teacher has access to evidence not available to students, he may 
wish to give facts from his own experience, or from his reading. He may 
wish to review books, articles, or monographs which would be too 
difficult for his students to read. Or he may wish to present a guest 
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speaker, or play a radio talk he has recorded. The day will soon arrive 
when inexpensive equipment will make it possible for a teacher to record 
on videotape a television program which can then be played back in class 
the next day. 

The most deadening kind of lecture is one which gives students “the 
answers.” Under the reflective approach, this is not a function of teachers 
or of group leaders. Lectures should raise problems or communicate 
pertinent evidence; they should always leave students with “something to 
think about.” 

Another category of transmitting or telling techniques is audiovisual 
presentations. Audiovisual materials include models, specimens, exhibits, 
field trips, motion pictures, still pictures, radio programs, television 
programs, recordings, charts, graphs, and maps. It is usually assumed that 
these materials bring more reality and concreteness to experience than 
can written or spoken words. Their use, however, leaves much to be de- 
sired. They may be used as an end in themselves, as when a film arrives 
and the principal announces an assembly to “look at pictures.” Presented 
thus, films are often irrelevant to anything classes are doing, and are 
shown without preparation or follow-up. Much of this nonsense may be 
cured as schools begin to acquire with Federal funds their own supply of 
audiovisual teaching materials. Past practice has been to show a film on 
loan whenever it happened to be available. In the future, it may be 
possible to show a film when it is needed by borrowing it from a local 
film library. Teachers will plan to buy and store films for use when 
appropriate. 

Most textbooks on audiovisual education, as well as most courses taught 
on the subject, stress the necessity of a film’s “fitting in”—that is, being 
related to content in the unit under study. Emphasis is also placed on 
preparatory activities, by both teacher and students, and on follow-up ac- 
tivities, including evaluation. All these procedures are frequently de- 
scribed as mechanical procedures. Taken in themselves, there is nothing 
about them to produce reflection. Students who are studying China may 
see a film on the life of a Chinese peasant. But does it contain anything to 
challenge beliefs which students now hold, to raise questions, or to com- 
municate evidence pertinent to a problem confronting students? If not, it 
may be a pleasant interlude in a student’s day but it is scarcely of edu- 
cational worth. Again, suppose a teacher conducts an elaborate prepara- 
tion, including study questions and preliminary discussions. Whether 
reflection results depends on why and how it is done. Presumably, a 
teacher who understands what value conflicts are real to students could 
introduce a movie before it is shown, so that its evidential quality will be 
clear. He might try through discussion to identify controversial beliefs to 
which a film is relevant. Or, in follow-up activities, questions might be 
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raised as to what general ideas the film suggests and whether it tends to 
support or negate them. 

Bruner has made this comment on a particular film and human dilem- 
mas in general: 


I took a group of fourteen-year-olds to see Peter Ustinov’s Billy Budd on 
film. The intensity of the discussion of moral philosophy on the way home 
convinced me that we have overlooked one of our most powerful allies in keep- 
ing alive our engagement in history, in the range of human life, in philosophy. 
Drama, the novel, history rendered with epic aids of its patron goddess Clio, 
are all built on the paradox of human choice, on the resolution of alternatives. 
They are in the best sense studies in the causes and consequences of choice. It 
is in their gripping quality, their nearness to life, that we can, I would urge, 
best make personal the dilemmas of the culture, its aspirations, its conflicts, its 
terrors.® 


Unfortunately, the content of most audiovisual aids now available is 
unsuited to reflective learning of the sort most needed in high-school 
social studies. But the teacher who makes a careful search can locate a 
sufficient amount that bears upon controversial issues. Some of this may 
even touch upon the closed areas, and do so with a minimum of propa- 
ganda. The paucity of this kind of material suggests that teachers may 
sometimes do better by producing their own material. They can record 
radio programs, or have students do so, They can take pictures of slum 
areas, picket lines, government power dams, and civil-rights demonstra- 
tions. 

One of the authors had occasion to participate a few years ago in a 
graduate seminar on living conditions of migrant agricultural labor in the 
San Joaquin Valley of California. One of the participants was able to get 
from the files of a local newspaper a series of photographs showing dilap- 
idated shacks, filthy privies, and hungry-eyed children. These pictures 
had more impact on the group than any amount of telling could have had. 
Only an actual trip to a labor camp would have been more effective. Be- 
liefs that were challenged by this evidence include notions such as these: 


No one ever goes hungry in the United States. 

People get what they deserve. 

The lower classes are usually happier than anybody else. 

Another type of transmitting-telling technique is the demonstration, 


conducted by teacher or students. The authors have seen the following 
examples in classrooms: 


® Jerome S. Bruner, Toward a Theory of Instruction, Harvard University Press, 
1966, p. 162. 
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How Galileo demonstrated the behavior of falling bodies. [Had a bearing on 
the meaning of scientific method, the contrast between experimental and au- 
thoritarian methods of getting truth. 

How the Chinese eat with chopsticks. [Had a bearing on culture differences, 
“The American way is the only efficient or sensible way,” etc. | 

The position in which a cotton picker works, and the hand movements 
necessary in manual cotton picking. [Had an evidential bearing on an argument 
class had had as to whether agricultural labor is “hard work,” whether it re- 
quires a high degree of skill, whether it is underpaid, etc. | 

Arithmetical processes with and without the use of zero. [To support idea 
that Moslems made fundamental contributions to Western culture, which in 
turn has evidential bearing on ethnocentric belief that “Everything which is 
good in modern life is a product of Christian-Hebraic culture.” | 


THE USE OF QUESTIONING 


Historically, questioning has been one of the most popular means of 
instruction in the social studies. As traditionally used, it is a part of text- 
book-recitation technique. Students are assigned material to read in a 
textbook and are then asked questions about it. Teachers may ask 
questions in class, put questions on the blackboard, mimeograph and dis- 
tribute sheets of questions, or ask students to answer questions appearing 
in a textbook or workbook. As Horn suggests, question-and-answer reci- 
tation is common “even where instruction is labeled to indicate other pat- 
terns of teaching.” 4 

Question-and-answer recitation has been subjected to abundant criti- 
cism. Schutte, for example, says “If a pure question and answer method 
—and nothing else—is used in the classroom, we probably might as well 
dispense with the teacher. Someone could work out a series of questions 
and have them mimeographed. A janitor could distribute them to the 
pupils at the beginning of the period and later gather the answers, which 
could then be scored by someone else.”® The modern emphasis on 
teaching machines would also dispense with the janitor. 

As commonly used, question-and-answer technique is ineffective in 
promoting reflection. It usually requires the recall of more-or-less unre- 
lated factual materials. This is education in the associationist tradition. 
The technique may help students to memorize answers, but it is not con- 
sistent with the needs of reflection and conceptualization. 

However, questioning does have a necessary role in the stimulation and 
guidance of reflection. Questions may be used to inaugurate and push for- 
ward each step of an act of thought. Questioning is a natural technique 


* Ernest Horn, Methods of Instruction in the Social Studies, Scribner, 1938, p. 338. 
5 T.H. Schutte, Teaching the Social Studies on the Secondary Level, Prentice- 
Hall, 1942, p. 336. 
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for clarifying and creating problems. With questions like the following a 
teacher may help students to probe present concepts, beliefs, and values. 


“Why do you say that?” 

“Do you agree or disagree and why?” 

“If you believe such-and-such, then how can you believe so-and-so?” 

“Ts such-and-such behavior [or belief] consistent with so-and-so behavior or 
belief? ]”’ 

“What would you do in a case like this?” 

“How do you explain this fact?” 

“Why do you believe that?” 

“Why would you do that?” 

“Why do you think that so many people in our community believe so-and- 
so?” 

“If you did that, what might the results be?” 

“Can you define that clearly, and give us some examples?” 

“What does this statement mean?” 

“What other way could you say it?” 

“Can you give an example or illustration of this?” 

“How would you define this word?” 

“How could we prove or disprove a statement like this?” 

“How can we get facts which will answer this?” 

“Flow reliable are such data?” 

“What do these facts mean?” 

‘““What can we conclude from a study of these data?” 

“Which consequences do you prefer?” 


Questions such as these are intended to elicit thinking, not the recall of 
a date, a name, a town, or a battle. They are probably the only kinds of 
questions with which teachers should bother. 

The quality of the questions used by teachers can be improved by a 
study of educational objectives and attempts to formulate questions that 
serve some of these objectives. Bloom has classified certain objectives in 
thinking, and Sanders has designed questions for each objective. Bloom 
has stated that comprehension, application, analysis, synthesis, and evalu- 
ation constitute cognitive objectives that involve thought as well as re- 
call. Sanders has made some modifications in this classification but 
basically does not depart from it. His study indicates to teachers how 
they can formulate questions that engage students in probing experi- 
ences.’ 


° Benjamin S. Bloom, ed. Taxonomy of Educational Objectives, Cognitive 
Domain, Longmans, Green, 1956. 
7 Norris M. Sanders, Classroom Questions, What Kinds? Harper & Row, 1966. 
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TEACHER-LED DISCUSSION 


Very often what teachers label “discussion” is nothing more than 
question-and-answer recitation, perhaps of the most routine variety. 
Discussion can be a form of group inquiry, in which questions are freely 
raised and answered. Discussion may range in degree of control from that 
in which a teacher closely dominates to that in which a teacher plays a 
minimum role. 

In the literature of teaching methods, discussion is usually treated as a 
largely mechanical process. “Tricks” which may be used by a teacher to 
keep a class orderly during discussion are usually described. Also con- 
sidered important are the amount of control to be exercised by a teacher, 
procedural rules, and physical conditions of the classroom. Although these 
are important points, focusing upon them evades the main issue, which ts 
whether discussion is getting anywhere. Unless a causal connection exists 
between what occurs in discussion and the steps of an act of thought, dis- 
cussion is probably producing confusion (or killing time) rather than 
instigating reflection. At any given point during its course, a discussion 
should be clarifying or exposing a problem, suggesting and refining 
hypotheses, or testing hypotheses. 

Discussion would improve if teachers were more alert to its logical, if 
hidden, difficulties. Passmore has an excellent discussion of discussion, and 
how its logic may be improved.® 


UNDIRECTED DISCUSSION 


This is a “bull session” type of discussion among the students during 
which the teacher keeps largely in the background (see page 207). Stu- 
dents may raise or clarify problems during undirected discussion. Its 
informality encourages a free exchange of ideas and participation of even 
the backward students. Often, however, instead of using undirected 
discussion as a basic technique of reflection, teachers do not wse it at all. 
They simply allow it to occur, possibly for want of something better. 
Whether such discussion can be a medium for organized investigation of 
problems depends on the maturity and size of the class, and its under- 
standing of techniques of group inquiry. In most cases, undirected dis- 
cussion is not a good tool for implementing a complete act of thought. 


PROJECT AND ACTIVITY TECHNIQUE 


Student “projects” or “activities” are learning experiences carried on 
more or less independently by students. A project may be undertaken b 
an individual or by a committee. It usually involves some kind of as- 


* John Passmore, Talking Things Over, Melbourne University Press, 1963. 
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sembly and manipulation of materials requiring actual physical movement 
and leading to an outcome which is “practical” in the sense that there is 
something visible to show for it. Because projects involve physical activ- 
ity they are often regarded as being necessarily “progressive” and there- 
fore desirable. Examples of projects are: 


Keeping a notebook 

Making a map 

Drawing a picture or cartoon 

Building a model 

Writing an essay 

Making a book report 

Making a survey of some community problem 
Taking an opinion poll 

Writing and producing a short play 
Making collections and preparing exhibits 
Giving a report on a current event 

Doing exercises in a workbook 

Making diagrams, charts, graphs, tables 
Making a series of lantern slides 

Writing a letter to a congressman 


Projects may be highly directed. When a teacher assigns projects and 
tells students exactly how to perform them, the technique is fully teacher 
dominated. But a project can be relatively undirected, more so than any 
technique except discussion. A project that grows out of a student’s own 
thinking and is freely planned and executed by him is undirected. Proj- 
ects of one sort or another represent the basic investigatory technique of 
students. 

As projects commonly operate, it is doubtful whether they produce 
much reflection. Project work is popular because of its “progressive” 
flavor and also perhaps because it is an effective way of keeping students 
occupied with little effort from a teacher. One often sees notebooks, 
workbooks, scrapbooks, gaily colored posters, maps, and exhibits which 
although carefully prepared by students, are meaningless if judged from 
the viewpoint of reflective learning. Unless a teacher has a clear sense of 
purpose, projects easily degenerate into busywork. 

Even when used with conscious purpose, projects are probably often 
meant as an aid to memorization of cut-and-dried content. That is, they 
reflect an associationist conception of learning. It is erroneously assumed 
that if a student combines bodily activity with the act of memorization, 
he will be able to memorize faster and retain the material longer. 

To function as an instrument of reflection, projects must at all times be 
regarded as an investigatory technique. Through projects, students read, 
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search for relevant radio and TV programs, study the community, or talk 
with people, for the purpose of locating data useful in solving a problem. 
Project technique, more than most others, enables a teacher to gear 
learning situations to individual differences, particularly if projects are 
conducted within a permissive framework. For example, a class may be 
divided into committees roughly in accordance with ability. Groups of 
brighter students may conduct investigations which would be beyond 
the capacity of duller students. They might read and report on mature 
books and articles, or study radio and I'V programs which handle their 
materials on an adult level. Special knowledge may be a basis for projects, 
as when two or three students with a knowledge of photography are as- 
signed to take pictures of something which the entire class cannot visit. 
Project assignments may also reflect opportunity, as when the only 
student in a class who has visited the TVA region reports his experiences. 
Projects are often an excellent means of presenting evidence to a group. 
Perhaps committees or individuals have gathered data which they feel 
will be useful to the rest of the group. They may report these data 
through use of charts, graphs, diagrams or posters, or through written or 
oral reports, or through displays or collections (as of photographs). 


DISCUSSION QUESTIONS AND EXERCISES 


1. Comment on the following statement: “There are many methods of teach- 
ing, each of which is valuable in its place.” Do you agree or disagree? What 
assumptions about the meaning of method are implied? 

2. List the techniques of teaching which you remember having experienced 
as a student. What were the commonly used techniques of your (a) ele- 
mentary, (b) secondary, and (c) college education? Which techniques 
were most effective in inducing you to reflect? Which were least effective? 

3. React to the following statement, made by a high-school principal: “I try 
to hire teachers on the basis of personality. A teacher who is pleasant and 
cooperative, and who gets along well with students and colleagues, is bound 
to be a success.” What is the role of a teacher’s personality? Is it more im- 
portant than mastery of a theory of teaching? 

4. Review the general nature of a subject-matter switch. Devise as many 
subject-matter switches as you can, confining them to subject matter in 
areas of cultural conflict. 

5. Compare springboard with subject-matter switch as techniques. Could a 
springboard ever lead into a subject-matter switch? 

6. Prepare a dozen or so questions (for discussion or study) about issues with 
which you think members of the class are familiar. Make them as thought 
provoking as you can. Discuss with the class their potential effectiveness. 
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CHAPTER 9 


Climate Making as a Part of Method 


Amiens success in inducing reflective learning in connection 
with critical social issues hinges on how open-minded students can 
become. The chief aim of the present chapter is to explore ways in 
which learners can be made receptive to points of view that are more 
scientific than the common run. 

For this purpose we shall draw rather heavily from experience in fields 
outside formal education. Specifically, we shall survey briefly some find- 
ings from psychiatry which bear on the problem of reducing emotional 
blocks to learning. We shall also examine the area of study known as 
“democratic group leadership” in an attempt to see what an under- 
standing of the dynamics of democratic adult groups may reveal con- 
cerning classroom practice. It should be noted at the outset that we make 
no attempt to apply directly to classroom practice the procedures which 
have been developed for use in therapeutic or normal adult groups. Many 
of these procedures are inapplicable in school classes. However, expe- 
rience in these fields does suggest important clues for making learning in 
the social studies more reflective, functional, and permanent. 


Resolution of Conflict from a Psychoanalytic 
Point of View 


Psychotherapists differ in their interpretation of causes of emotional con- 
flict. Freudians attribute conflict to a combination of instinctive drives 
and early childhood experiences. Non-Freudians are more inclined to 
emphasize a patient’s present environment as a source of conflict. Ther- 
apists likewise differ in their approach to treatment, one group assuming 
that therapy should expose and help a patient reinterpret early experi- 
ences in life, and another that therapy should focus on changing a 
patient’s contemporary life situation. Another source of disagreement is 
in the question of how directive a counselor should be during counseling 
sessions. Still another issue relates to whether, in treating certain forms of 
mental illness, individual or group therapy is the more valuable. Because 
they are particulary pertinent to the problem of the present chapter, we 
shall explore briefly the last two of the issues mentioned. 
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DIRECTIVE VERSUS NONDIRECTIVE THERAPY 


In the language of psychotherapy, the issue posed here is between di- 
rective and nondirective (or patient-centered) therapy. What is probably 
the first attempt at careful description and defense of a nondirective ap- 
proach to therapy was made by Rogers.? 

We can best describe nondirective therapy through comparisons and 
contrasts. Rogers suggests that virtually all historical approaches to psy- 
chotherapy place a therapist in an authoritarian position with reference to 
a patient. These approaches assume that a counselor can and should de- 
termine a socially accepted goal for a patient and help him rearrange his 
personality structure or his life situation so that he can achieve this goal. 
A patient may be told what to believe and do by subtle and indirect 
methods, but told he is nevertheless. 

Nondirective therapy avoids substituting a therapist’s purposes for a 
patient’s. A warm and permissive atmosphere is created in which a patient 
feels perfectly free to talk about his problems. The counselor accepts, 
recognizes, and clarifies feelings expressed by the patient, who talks his 
way through his problems, moving successively from a phase of “blowing 
off steam” to a phase of better self-understanding and heightened capac- 
ity for reflective handling of his own problems. Although nondirective 
therapy places more emphasis upon emotional adjustment than do some 
approaches, it is assumed that an outcome of therapy will be reflectively 
achieved insight. The responsibility for this outcome is placed squarely on 
patients; whatever decisions they make are theirs alone. 

We shall confine ourselves to one further point: In contrast to 
Freudian approaches to the theory of neurosis, nondirective therapy 
assumes that, rather than being largely internal and psychic, conflicts have 
a large cultural component. That is, they are mostly a result of one’s 
present relationship with his environment: they grow from “some new 
cultural demand which opposes individual need.”? This appears to be 
saying much the same as is said elsewhere in the present book: Most 
emotional conflicts are a result of a person’s internalizing, or incor- 
porating within the self, discrepancies of his surrounding culture (ce., 
conflicting beliefs and behaviors). 

A nondirective approach to psychotherapy has important implications 
for teaching. Although a teacher should not be “nondirective” in the 
sense described by Rogers, the idea of encouraging individuals (including 
students) to formulate their own purposes and solve their own problems 
in the presence of an adult who, rather than dictating, merely gives 


Carl Rogers, Counseling and Psychotherapy, Houghton Mifflin, 1942. 
 1DIds Pas 4s 
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encouragement, has broad significance for group management in a dem- 
ocratic society. Limitations of the Rogerian outlook for school use will be 
treated later in the chapter. 


INDIVIDUAL AND GROUP COUNSELING AND BEHAVIORAL CHANGE 


Psychological counseling which acquaints a patient with “the facts” 
concerning his situation may fail to produce logically implied changes in 
behavior. For example, Rogers says, “It has come to be recognized that 
we do not change the client’s behavior very effectively simply by giving 
him an intellectual picture of its patterning, no matter how accurate.” ® 
Change in knowledge leads to the adoption of new values. But if a sit- 
uation rewards old values, they will continue to dominate the new. When 
this is the case, behavior reflects the old values and remains unchanged. 

One reason a counselor may not succeed in bringing about significant 
changes in behavior is that the behavior of every individual is firmly 
rooted in the persons with whom he associates. That is, actions of a pa- 
tient are largely controlled by groups to which he belongs and can be 
changed only as behavior of the groups themselves changes.* 

One of the basic drives of human life is for security. The chief means 
of achieving security is through membership in a group. When a person 
feels that he has a place in a group, that he “fits in,” that he is wanted, he 
feels secure. As Lewin points out, “The social climate in which a child 
lives is for the child as important as the air it breathes. The group to 
which a child belongs is the ground on which he stands. His relation to 
the group and his status in it are the most important factors for his feeling 
of security or insecurity.” > One achieves membership in a group by con- 
forming, at least to a degree, to the mores of the group. To be accepted 
in a group of thieves, one must act like a thief; to be accepted in a group 
of saints, one must act like a saint. 

This is not to say that an individual is completely subject to group con- 
trol. He may develop beliefs and values which are novel to a group and 
may get them accepted by others in the group. With widening accep- 
tance, the new beliefs and values become effective in controlling group 
behavior. The extent to which an individual can project his own unique 
personality into group life, and change a group thereby, depends on the 
situation (e.g., whether the group is itself democratic and the extent to 
which the larger culture outside the group is hostile or friendly to the 
changes) and on his own capacity for persuasion. A modern sociologist is 

* Ibid., p. 27. 

* As used in the present chapter, group is taken to mean two or more persons in 
psychological interaction with each other. Related terms are in-group, primary 
group, and face-to-face group. 

° Kurt Lewin, Resolving Social Conflicts, Harper & Row, 1948, p- 82. 
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likely to regard the process of interaction itself as the basic social datum; 
every group is constantly shaping individuals in it and simultaneously is 
being shaped by them. 

Even though interaction is always present, we cannot imagine large 
changes occurring in individuals out of relationship to their primary 
group associations. A psychotherapist is constantly aware of the fact that 
there is little he can do to help a patient reorganize his personality as an 
individual. Such reorganization as may occur must fit exigencies posed by 
the patient’s associations—the various needs and pressures, often highly 
subtle and complex, which grow out of the fact of group membership 
itself. This is particularly the case where values are concerned, and even 
more particularly, values in closed areas. 

During World War II, experiments in group psychotherapy were 
undertaken out of necessity. There were not enough therapists or facil- 
ities for individual counseling. The results of counseling with groups of 
patients were often gratifying. Now, in certain situations, group therapy 
is seen as having advantages over individual therapy.® The reason appears 
to lie in the previously mentioned supposition that it is easier for an indi- 
vidual to change his values and behavior if other persons with whom he is 
in intimate contact are also changing. 

There is disagreement as to whether in group therapy the therapeutic 
effect comes primarily from the relationship of each member to the ther- 
apist or from relationships of members to each other, but the latter inter- 
pretation seems to be growing in popularity. In some instances a patient 
can express himself more freely in a small face-to-free group than in in- 
dividual relationship to a counselor, perhaps because he feels less alone, 
the group gives him courage, and other members have established prece- 
dents for speaking frankly. Through the give-and-take of free discussion 
some persons may come to see their own problems better than through 
individual counseling situations. As one writer suggests, “Patients can 
accept censure, suggestions, interpretation and guidance from each other 
with less disturbance and hostility than from the therapist.” * 

A group situation may also stimulate one to deal openly and creatively 
with his own conflicts. Foulkes summarizes this possible therapeutic effect 
of a group: “. . . Lectures, exhortations, sympathy, pity, advice, medica- 
ments, explanations, encouragement, all can help a little but they can not 
move the patient out of his fortress of entanglement. In the long run, 
they can only help him to entrench himself deepensingityeeea Lf esis, 
however, brought into a situation, which he himself is continuously 
helping to create, to shape, he is forced to come out into the open with 

® See Leon Gorlow et al., The Nature of Nondirective Group Psychotherapy, 


Teachers College, Columbia University, 1952, p. 8. 
7 S.R. Slavson, quoted in ibid., p. 10. 
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his own reactions and their contradictions.” § Whether a patient benefits 
more from group than from individual therapy depends in large part on 
the nature of his illness. Group therapy is regarded as of limited useful- 
ness for the mentally unbalanced and probably for extreme neurotics. 
The nearer a patient is to normality, the more effective group therapy is 
likely to be. Its greatest value may be, as Hobbs points out, “in the 
neglected field of therapy for the normal person with debilitating situ- 
ational conflicts. .. .” ® 

What is the significance to classroom teachers of clinical experience in 
individual and group psychotherapy? The hypothesis is suggested that a 
wide range of personally felt problems may be handled successfully 
among normal persons, including adolescent youth, with resultant per- 
manent changes in outlook and behavior, if they are encouraged to air 
problems freely in the give-and-take atmosphere of a face-to-face group. 
Although this general idea is not new, modern psychiatric practice offers 
clues as to the most effectual managerial techniques for such learning 
situations. 


The Democratic Group-Leadership Movement 


Related to the development of group psychotherapy is the democratic 
group-leadership movement. This movement embraces a body of exper- 
iments and practices with normal adult and youth groups. Its aim is to 
translate a democratic philosophy into action on a group level and to 
compare the learning and behavioral results of democratic groups with 
those of nondemocratic groups. An understanding of the dynamics of 
groups is valuable to a social-studies teacher. In the concluding section of 
the chapter, we shall make applications, and also show why, because of 
differences in aims and competence of most adult groups involved in ex- 
perimentation, certain aspects of the management of adult groups are not 
transferable to classroom situations. 

The democratic group-leadership movement is rooted in a democratic 
social-political philosophy dating in the United States from the Jeffer- 
sonian period, and from earlier than that in Europe. The modern con- 
cept of group work seems to combine our traditional democratic phi- 
losophy with an understanding of group psychology which in human 
affairs is relatively recent. 

In a large sense, the democratic group-leadership movement is a coun- 


° S.H. Foulkes, Introduction to Group-Analytic Psychotherapy, William Heine- 
mann Medical Books, Ltd., 1948, p. 70. 

* Nicholas Hobbs, “Group-Centered Psychotherapy,” chap. 7 in Carl Rogers, 
Client-Centered Therapy, Houghton Mifflin, 1951. 
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terpart, for normal groups, of group psychotherapy for abnormal. 
Although there is disagreement as to just how directive a leader can be 
and still remain “democratic,” democratic group leadership appears to be 
an application of some of the principles of nondirective group therapy. It 
is to be expected, therefore, that among the contributors to our under- 
standing of group process we find the names of numerous psychiatrists 
and psychologists. As Haiman points out, modern methods of group lead- 
ership “find their origin in the work of Sigmund Freud and follow the 
patterns of the psychiatric tradition which has flowered since his time.” 1 
Because there are significant relationships between the concepts of psy- 
chiatric medicine and of leadership of normal groups, psychiatrists have 
transplanted their philosophy and methods to normal group situations. 
New concepts have developed as to how a democratic group functions 
and the role of a leader in it. It has become clear also that the idea of a 
democratic group, as developed in the democratic group-leadership move- 
ment, is very similar to the idea of a therapeutic group, as developed in 


the field of group psychotherapy. 


THE NATURE OF A DEMOCRATIC GROUP 


A democratic group is self-governing. But it must provide for situ- 
ations where disagreement occurs. Ideally, democratic decisions are by 
consensus—that is, mutually agreeable decisions reached through discus- 
sion and compromise. Then, by common consent action is taken. If con- 
sensus is not possible, a democratic group votes. Each person has an equal 
vote, and a majority vote wins. Votes are taken to facilitate action, not to 
enforce belief. 

Successful and permanent operation of democracy seems to require 
that a group maintain certain conditions which, although not a part of the 
central idea of democracy, contribute to its functioning. For example, if 
participation is to be full and free, a group must establish an accepting 
atmosphere—an atmosphere in which every member is considered impor- 
tant and has his opinions guaranteed a hearing. Participation implies rea- 
sonable freedom of communication, and freedom of speech and thought. 
If any single individual or minority group gains disproportionate control 
over agencies of communication and opinion, the society has lost equality 
of participation in decision making. 

It would also seem that, if a democratic society is to survive over time, 
a majority of its members must learn to make reflective decisions where 
socially important questions are involved. A democratic society assumes 
competence on the part of its members; any different assumption would 


70 Franklin S. Haiman, Group Leadership and Democratic Action, Houghton 
Mifflin, 1951, p. 39. This reference is one of the best general treatments of the subject 
and the following pages draw heavily from it. 
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lead to distrust and rejection of the principle of equal participation. We 
assume that without wise leadership no society can solve its problems and 
endure. In a democracy, wise leadership is a function of wise citizenship. 
If a democracy is to survive, then its members must take steps to insure 
that the principle of reflection is employed as widely as possible in 
making choices of group concern. Among other things, this means that a 
democracy should always be in the process of reducing the number and 
extent of its closed areas. 


THE ROLE OF DEMOCRATIC LEADERSHIP 


Behavior of a group is influenced significantly by its leaders. Partic- 
ularly if a group is immature, its overall emotional and intellectual climate 
and its direction and extent of growth depend largely on the conduct of 
its leadership. As a group matures, it becomes less dependent on particular 
leaders. It develops capacity to produce leaders from its own ranks and 
reject and select leaders according to need. 

The role of democratic leadership is to help a group realize its own 
potentialities for growth. Such a statement becomes meaningful only 
when “growth” is defined. One attempt at definition seeks to specify a 
number of “dimensions” of group growth," including the following: 


1. Progress toward fuller intercommunication among members. This in- 
cludes growing acceptance and understanding by members of mechan- 
ics of language, with particular reference to meaning. 

2. Progress toward viewing objectively the functioning of the group. 
This includes ability of all members to make and accept interpreta- 
tions about member and group functioning and ability to collect and 
use pertinent information about itself. 

3. Progress toward developing shared responsibilities. This includes 
growth toward a sharing of leadership functions, participation in set- 
ting goals, and cooperation in achievement of goals. 

4. Progress toward developing group cohesion. Cohesion should be ade- 
quate to permit assimilation of new ideas without group disintegration, 
assimiliation of new members in a way to strengthen rather than dis- 
rupt the group, holding to long-range goals when a situation requires, 
and making constructive use of internal conflicts. 

5. Progress toward developing ability to inform itself, to think straight, 
and to make creative decisions about problems. This includes learning 
to make full use of the contribution potential of all members, to dis- 
cover and utilize appropriate resource materials and persons, and to 
detect and correct fallacies in group thinking. 

4 National Training Laboratory in Group Development, Report of the Second 

Summer Laboratory, Washington, D.C., Department of Adult Education, 1948, pp. 

113-114. 
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What specific functions does a democratic leader perform if a group is 
to move in these directions? He may execute or administer, serve as judge 
or arbiter, be an advocate (or shaper of opinion), or render expert advice. 
He may also play the role of discussion leader. Although a discussion 
leader may on occasion assume any of the above roles, his function is dis- 
tinctively different from and more inclusive than any of them. He helps a 
group to achieve self-growth. Or, as one writer puts it, he tries to “release 
the creative talents of the members of a group, help them solve their own 
problems, and reach their own decisions.” 1° Functions and techniques of 
discussion leadership are treated in detail in Chapter 10. 


Classroom Teachers as Democratic Leaders 
and Climate Makers 


In order to understand the task of teachers as it relates to the problem of 
creating open-mindedness and willingness to change beliefs and behaviors, 
we need to examine in detail how emotional blocking can prevent such 
changes. Only as a teacher understands the process of blocking and 
the manner in which it manifests itself can he take steps for its removal. 


FAILURE OF PERCEPTION AS A CAUSE OF “‘CLOSED MINDS” 


In just what way does blocking interfere with reflection? It might be 
supposed that, no matter how strong one’s emotional attachment to a 
belief, if he is confronted with facts which seem clearly to question it, 
then question it he must. Any other course would appear highly unrea- 
sonable. Yet a normally intelligent and perfectly sane person may appear 
blind to evidence which others find thoroughly convincing. 

Such behavior is not to be interpreted as willful irrationality. We agree 
with Wertheimer when he says that human beings have a “willingness to 
face problems straight, a readiness to follow them up courageously and 
sincerely, a desire for improvement, in contrast with arbitrary, wilful, or 
slavish attitudes.” 1% What occurs, as a result of emotional blocking, 
apparently, is failure of perception, which is not understood by the 
person involved and which without help he cannot prevent or overcome. 

What is failure of perception? Answering this question raises complex 
technical as well as philosophical issues. At any given moment of con- 
sciousness a person has a “perceptual field.” It is that part of his physical 
and psychological environment of which through his senses he is directly 
aware. 


44 Haiman, op. cit., p. 71. 
*® Max Wertheimer, Productive Thinking, Harper & Row, 1945, p. 198. 
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There is disagreement as to whether a person can perceive directly 
with his senses the physical, social, and psychological surroundings which 
are assumed to exist. Philosophical realists assume that he can. The 
position taken in this book is essentially that of field theory, which main- 
tains that a person takes the data of sense experience and imposes on 
them pattern, order, and meaning. This imposed pattern is what we mean 
by insight. Insights are dependent not only on the nature of the environ- 
ment, or confronting situation, but also on the influence of past experi- 
ence and one’s purposes at the time. Thus, in a given situation we cannot 
expect the insights of any two persons to be identical. Nor can we assume 
that for an individual any reality exists except the insights which he has 
achieved. 

The literature of psychotherapy defines failure of perception as “loss of 
contact with reality.” The goal of therapy is the reestablishment of ac- 
curate perception, or the reestablishment of contact with reality. What 
does this terminology mean? In the present book, when we say that per- 
ception is accurate, or that a person is in touch with reality we mean that 
his beliefs are accurate guides to action. That is, they have been or can be 
verified experimentally or experientially. They are consistent with the 
verified data of past experience (facts as we use the term here) or they 
produce the consequences which a person anticipates when he acts on 
them. This is what we expect of any scientific theory. 

When we say that a person is suffering from a failure of perception, we 
mean either that his beliefs are inconsistent with one another or that 
deductions made from them do not check with the data of observation. 
Now it is true that a person who is out of touch with reality may deduce 
consequences from a proposition and make observations to see if the 
anticipated events occur. But he is likely to make faulty deductions and 
faulty observations; that is, he is likely to claim the occurrence of events 
which a disinterested public cannot detect, or deny the occurrence of 
events which, to others, clearly happen. 

Ideally, perception brings events of one’s physical, social and psycho- 
logical environment into a person’s consciousness with a minimum of dis- 
tortion. But in normal life, it is probable that most persons frequently 
perceive events which others do not and fail to perceive those which 
others do, or exaggerate, or minimize the significance of events which 
they see. Rationalization is a matter of creating or disregarding facts in 
order to support a foregone conclusion. Most of the time it is quite un- 
conscious; in fact, when we become conscious that we are reading into a 
field what we want to see there instead of what might enable us to make 
more accurate predictions, we tend to become uncomfortable. 

A person is especially likely to experience a failure of perception when 
he is under heavy emotional pressure. If he feels insecure or frightened, 
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particularly with respect to the integrity of his own personality, he tries 
to read into the perceptual field whatever immediately appears most 
likely to restore his security. In other words, if he feels that a cherished 
belief is under attack, he will read the facts of perception in such a way as 
to protect and preserve the belief. 

Failures in perception are most likely to occur in the closed areas of 
belief and value. Here a person simply does not see facts as data. To him 
they remain as an insignificant—and perhaps entirely undifferentiated 
—part of his perceptual field, bearing no relevance to the issue under con- 
sideration. Consequently the facts do not change his thinking or behavior. 
We can hardly expect a person to incorporate data into his thinking when 
he remains unaware of their presence or significance. As Lewin says, 
“Since action is ruled by perception, a change in conduct presupposes 
that new facts and values are perceived.” 14 Simply telling a person that 
data are there is often futile. If his perception does not permit him to see 
them, we must approach the problem in such a way as to remove the 
distorting factors. 

We have not yet distinguished clearly the role of perceptual failure in 
blocking changes in behavior. Failure of perception may prevent changes 
in insight. But very often changes in insight appear to occur, without the 
changes in values (and their corresponding behaviors) which we would 
expect to result. When this is the case, other competing insights remain 
which furnish warrant for the old values. In short, we assume that all 
values and related behaviors issue logically from insights, and the former 
will not change unless the latter change also. But a person may hold to 
competing and contradictory insights (with corresponding contradictory 
values and attraction toward contradictory behaviors). In this case, the 
insights, attitudes, and behaviors which seem most attractive at the time 
remain dominant. 

With the foregoing interpretation we may explain a phenomenon 
which was noted earlier in the chapter: namely, that a person may appear 
to accept a new set of facts, opposed to what he has heretofore accepted, 
without observable changes in behavior. If we understand that an indi- 
vidual in such situations is dominated by one of two competing cognitive 
structures and corresponding behavioral sets, then it is clear that he is a 
victim of inconsistency, either recognized or unrecognized. Failure of 
perception in this case is a failure to recognize the inconsistency. 

Once a person is aware of inconsistency, we assume that he will take 
steps to change one of the two competing outlooks (and its corre- 
sponding behavioral pull). If he has a strong emotional need, however, to 
follow his old (and, to disinterested observers, perhaps less wise) pattern 


* Lewin, op. cit., p. 63. 
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of behavior, he is likely to try to minimize the conflict, to try to live with 
it, or to escape through some neurotic response. However this may be, it 
should be apparent that failure to adjust overt behavior to what seems to 
be a change in insight is a problem of inconsistency and pedagogically 
must be treated so. In a democratic school, such incompatibilities are 
studied reflectively. 

What are the conditions under which perception achieves maximum 
accuracy? How can we set the stage so that a person will most easily 
adopt new outlooks or see his inconsistencies? 

Insofar as experimental evidence allows an answer, it appears that the 
first requirement is a nonthreatening emotional atmosphere. What are the 
specific conditions of a nonthreatening climate? A threat, as the term is 
used here, is anything said or done by others which appears to a learner to 
jeopardize his present beliefs. It is the equivalent of an anticipated attack 
on the self. A normal individual wants to maintain a feeling of consistency 
and adequacy in his beliefs and values, which feeling is what we mean 
when we refer to integration or integrity of personality. A person’s 
knowledge and values may be shot through with inconsistency and con- 
fusion, but if the person is not aware of this, he may continue to feel 
integrated. If he does feel that someone is trying to destroy his integrity 
of self, he is likely to resist. Rogers describes this problem very well: 
“Experience which, if assimilated, would involve a change in the organi- 
zation of self tends to be resisted through denial or distortion of symbol- 
ization. The structure and organization of self appears to become more 
rigid under threat; to relax its boundaries when completely free from 
threat. Experience which is perceived as inconsistent with the self can 
only be assimilated if the current organization of the self is relaxed and 
expanded to include it.” 15 

For a climate to seem nonthreatening, it is necessary for a subject to 
feel that no one is trying to judge him. He needs to feel completely 
accepted. He is particularly likely to resist criticism if it comes from 
someone he regards as having arbitrary power and authority over him. 
He needs to feel complete freedom to express his opinions without danger 
of censure, no matter how ill formed or unorthodox they may be. 

The type of climate in which a person feels so secure that he dares 
entertain evidence contrary to his present knowledge and values seems 
best achieved in a small, face-to-face group in which warmth and permis- 
siveness have been deliberately cultivated. Some techniques which a 
teacher may use in creating such a situation, and in leading a class to 
change its view and behavior, will be discussed in the following section 
and further illustrated in Chapter ro. 


* Carl Rogers, Client-Centered Therapy, Houghton Mifflin, 1951, p. 390. 
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CLASSROOM TECHNIQUES FOR ASSISTING COGNITIVE 
AND BEHAVIORAL CHANGE 


Reducing Threat and Promoting Open-Mindedness. We have sug- 
gested that a student feels threat to his ego if he regards his beliefs as 
under fire. The intensity of threat depends on its source, its power, and 
the valuation placed on beliefs which are in jeopardy. Unless threat can 
be largely eliminated, a student is not likely to entertain evidence con- 
trary to present beliefs or, when facts warrant, to change his mind. Sev- 
eral techniques are available for keeping a sense of threat to a minimum. 

One rule is that a teacher should treat student opinions with respect. 
This does not necessarily mean that a teacher expresses approval; but he 
avoids ridicule or sarcasm, or any expressions which might be so inter- 
preted by students. He does not cast aspersions on the intelligence or 
motives of students who render serious opinions. Opinions offered in 
good faith are taken for what they are—the best insights which students 
have been able to achieve up to then. 

On occasion, as during relatively undirected discussion preceding seri- 
ous study of an issue, it may be advisable for a teacher to give students 
plenty of opportunity to express the very beliefs which he hopes later to 
bring under question. It may even help for a teacher to express consid- 
erable sympathy with these ideas—for the time being to “go along.” Lew- 
in, for example, recommends that a group leader may get farther by 
letting members of a group freely express the very values which he hopes 
to change because “a feeling of complete freedom and a heightened group 
identification are frequently more important at a particular stage of 
reeducation than learning not to break specific rules.” 1° 

When a teacher wishes to challenge an opinion expressed by a student, 
he should do it in such a way that conflict is internalized. That is, the 
student is made to feel the conflict within his own personality. He may 
not feel a problem, or at least not the problem which the learning situa- 
tion demands, if he sees the conflict merely as a contest between him and 
someone else. For this reason a teacher should not argue with a student. 
Arguments between students also are usually fruitless. When a teacher 
desires to contest the opinion of a student, he may best handle it some- 
thing like this: “You have an opinion, and I think I understand and 
appreciate your reasons, But there are contrary opinions which are 
widely held in this country. I wonder if there is any merit in a point of 
view such as... °” The student is thus asked to entertain, not an 
opinion of the teacher or a classmate, but simply an opinion which “some 
persons” hold. When a group is presented with a problem to discuss, be- 


** Lewin, op. cit., p. 68. 
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liefs and behaviors contrary to those accepted by group members are 
more likely to be seriously entertained and later adopted if the problem is 
discussed with reference to persons other than themselves, at least in early 
phases of discussion. 

Another means of inducing students to internalize conflict is to arrange 
the learning situation so that facts “speak for themselves.” Other things 
being equal, facts—especially if impersonal, sharply relevant, and simple 
enough to be easily grasped—are more likely than expressions of opinion 
to break through an emotional barrier. This is particularly true if the 
facts are coming to a student in life situations. It may then only be neces- 
sary to remind a student of their relevance and their bearing on a prob- 
lem. For example, a trip to a slum may speak eloquently against the no- 
tion that everyone is adequately housed, or the witnessing of a congres- 
sional investigation over I'V may show quite convincingly that tradi- 
tional American principles of fair play are not always employed. Lewin 
has suggested that “An individual will believe facts he himself has dis- 
covered in the same way he believes in himself or in his group.” 7 

In most instances it probably pays to minimize, or at least not encour- 
age, expressions of personal opinion in social-studies classrooms. Issues 
may be handled as issues and propositions discussed on their merits. The 
learning enterprise should focus on raising questions about what will 
come of acting in accordance with a given proposition or hypothesis. An 
opinion may be converted to a proposition by saying, “Here is an opinion 
which is before the class. Let us take it as a proposition to be tested. If it 
is true, what consequences may we deduce from it?” If propositions are 
relevant to beliefs of students, then students often make their own con- 
nections. Even though beliefs are not studied directly, significant revi- 
sions may come. It is necessary, of course, that students do see connec- 
tions; if emotional blocking prevents this, steps must be taken to expand 
perception. Perhaps only mentioning the connections will be enough; 
perhaps patient effort will be needed further to reduce emotional bar- 
riers. 

Encouraging Group Decision. A student is more likely to drop preju- 
dices, revise his moral values, or make almost any other type of significant 
change if he is a member of a group which is making the same change 
together. Assuming that a teacher does all he can to produce a non- 
threatening climate, what can be done to form a class into a true in- 
group, a “team,” so to speak, and help them, as a team, to change basic 
outlooks? 

Although significant learning may occur in discussion groups formed 
of strangers, learning in areas of strong prejudice (such as in the closed 


™ Ibid. 


CLIMATE MAKING AS A PART OF METHOD 199 


areas) seems more likely to occur in groups characterized by friendships 
and some degree of mutual intimacy. There may be sound pedagogical 
advantages in helping students become well acquainted with each other, 
whether simply through classroom informality or by deliberately foster- 
ing out-of-school contacts. 

Cliques, self-contained groupings based on religious or social class affili- 
ations, racial groupings, or associations based on academic achievement 
may develop within any school and be reflected in a single classroom. 
Such groupings may entirely omit certain students, who in turn become 
social isolates. With development of subgroups of this sort, especially if 
chauvinistic attitudes are involved, a class may become badly split and 
team spirit difficult to achieve. If observation or use of sociometric de- 
vices suggests to a teacher that an unhealthy social situation exists in his 
classroom, he should take steps to alleviate it. 

In establishing group feeling, there are possible advantages to be gained 
from group study and group projects. When this sort of thing is attempt- 
ed, it is usually necessary to divide a class into small groups and to see 
that the same students do not always work together. A committee system 
can ordinarily be made to work fairly well for gathering information. 
Whether it can be made to function in reflective evaluation of data and 
the productive solution of problems depends on the maturity of students 
and their familiarity with the rules of reflection. Generally, a teacher 
must be central to reflective deliberation if it is to be productive. 

Encouragement of full and free communication among members will 
heighten the cohesiveness of a group. If students understand each other, 
they will almost inevitably work together better as a group. A teacher 
should urge and help students to state opinions and propositions meaning- 
fully. He should discourage use of emotive language, particularly when 
students are inclined to direct personal jibes at each other. He should 
make certain that every member has a chance to be heard and is correctly 
interpreted. 

A teacher’s personality may contribute much to group spirit. A teacher 
can add warmth to a classroom by smiling frequently and keeping a 
weather eye open for jokes which will appeal to students. He should 
cultivate a friendly interest in everybody and demonstrate it by expres- 
sions of concern over student problems and a knowledge of affairs in 
which students are involved. 

Although important, these suggestions concerning the development of 
“groupness” are peripheral to the problem. In a given learning situation, 
group spirit probably hinges primarily on whether all members of a class 
feel personally involved in the problem under study. If motivation to 
study a problem is high, a common interest exists which transcends lack 
of acquaintance, clique interests, or personal antagonisms. In the final 
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analysis, whether group spirit is achieved at the point where it is needed 
—where a problem is to be studied and beliefs are to be changed— 
depends largely on a teacher’s skill in focusing effort on a common 
goal. 

No matter how great their internal rapport, groups do not change be- 
liefs automatically. As we have observed, the most effectual situation for 
producing group change appears to be a democratically led discussion. 
For purposes of the present analysis, probably the most important aspect 
of discussion (or other modes of study) designed to change basic atti- 
tudes is that it have the quality of freely permitting self-learning. (This 
should not be taken to mean absence of directedness.) We have already 
noted, in our discussion of threatening situations, that students resist out- 
side pressure to change opinions. As Lewin has indicated, the object in 
achieving change is not to apply pressure from outside but to remove 
counterforces within the individual. Although a teacher can and 
usually must help in the removal of these counterforces, students must 
perform the actual removal. If they can independently explore a problem, 
feeling no authoritarian pressure from above to explore it in a particular 
way or emerge with particular conclusions, they are much more likely 
than otherwise to undergo real and permanent changes in cognitive and 
behavioral patterns. They need to be encouraged to use investigatory 
techniques of their own, to explore by themselves provocative readings, 
trips, interviews, radio and TV programs, and the like. A teacher’s role 
here is to suggest possible directions of exploration and to help students 
evaluate facts which are exposed. 

For maximum change, permissive discussion of problems should cul- 
minate in group decisions. That is, in addition to discussing and studying 
a problem, students as a group should consider what conclusions are war- 
ranted, what these conclusions mean to them, and what if anything they 
intend to do about them. Students need to communicate their views to 
each other, so that intentions of each are known to all. If it is evident to 
individuals that most members of a group have revised their outlooks and 
expect to change their behavior in stated ways, then members who are 
reluctant to change because of long-standing attachment to certain beliefs 
may find change easier. This should not be interpreted to mean that a 
group or its leader should pressure individual members to accept con- 
formity. We are referring to changes which individuals see the logic of 
making but find difficult because of opposing forces. The opposing forces 


* Kurt Lewin, “Group Decision and Social Change,” in Theodore M. Newcomb 
and Eugene L. Hartley, eds., Readings in Social Psychology, Holt, Rinehart & Win- 
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are often social pressures exerted by peer culture, community mores, or 
parental dictates. These may be combatted more successfully if a student 
feels that others intend to combat them with him. 

Ideally, group decision should represent consensus. Proposed changes 
in belief normally should be kept within the bounds of what is possible 
for all. If a group is in agreement on the rules of reflective methodology, 
if it confines its learning operations to the testing of propositions, and if 
the threat-removing techniques employed by a teacher are sufficient so 
that without serious inhibitions all students are able to examine pertinent 
facts, then at least some degree of consensus is likely. This point of view 
assumes that for many problems there will, at a given time, be a “best” 
answer, in the sense that one hypothesis, more than any other, will ade- 
quately harmonize data deduced from it. This is a denial of the common 
belief that “every problem has two sides” and the further implication that 
“one opinion is as good as another.” Of course, if consensus based on 
reflection is impossible, no attempt should be made by a teacher to force 
1G: 


A TEACHER’S ROLE IN A DEMOCRATIC CLASSROOM 


Within a democratic framework there is room for disagreement as to 
the amount of centralized direction which is required. A democratic 
group is distinctively different from a laissez-faire or authoritarian 
group. It would seem as unreasonable to try to establish these as com- 
pletely hard-and-fast categories as any other differentiated concepts. A 
democratic group might, under certain circumstances, operate with a 
minimum of centralized leadership and appear to approach the laissez- 
faire extreme. On the other hand, it might delegate to particular persons 
positions of such authority as to appear to approach the authoritarian 
norm. (The former extreme might be illustrated in a small adult study 
group, the latter in a democratic nation which, during a war, grants 
extraordinary powers to its executive branch.) 

We would place a nondirective discussion group, as defined by Rogers 
and others, near the laissez-faire end of our scale. We would hesitate, 
however, to place such a group outside the democratic framework. Al- 
though under certain circumstances it may resemble anarchy (which is 
not necessarily the same as chaos), a nondirective group may also produce 
firm leadership from within its own ranks and formulate and pursue pur- 
poses with dispatch and efficiency. When nondirection is employed with 
an immature group, however, such an outcome is doubtful. 

We would place an ordinary classroom, as dominated by a textbook- 
recitation procedure and arbitrary decision making by a teacher, near the 
authoritarian end of the scale. This is not to suggest that, if a teacher has 
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certain types of authority over students, a teaching-learning situation 
necessarily violates democratic practice. We shall try to show how such 
authority may be compatible with democracy. Many classrooms, how- 
ever, gravitate in structure and pattern of leadership toward the concept 
of an authoritarian group, as defined in experiments by Lippitt and 
White. 

It is not enough simply to say that in a classroom a democratic pattern 
is preferable. Democracy in a classroom and democracy in adult discus- 
sion or psychotherapeutic groups ordinarily take different forms. In 
examining the form of democracy in a classroom the following points are 
pertinent: 

1. Although it gives us valuable clues with respect to the dynamics of 
emotion, experience with therapeutic groups is not fully applicable in 
classrooms. A typical group of students is composed chiefly of normal 
persons. The cognitive structure of an ordinary student is often inade- 
quate in the sense that it is a poor guide to behavior—owing to erroneous, 
incomplete, and contradictory concepts. But concepts of a typical student 
are certainly not so inaccurate as to be largely unusable, as is the case with 
insane persons or incapacitated neurotics. Conflicts may be troublesome 
for ordinary high-school and college students and emotional disturbance 
may become conspicuous at times, but we do not expect to find many deep 
neuroses. Basically, then, persons with whom a teacher deals are different 
from those with whom a professional therapist deals. 

This difference, between normality and abnormality, immediately 
suggests some differences in the job of a leader. Emotional blocking 
which might prevent reflection is probably much easier to remove in a 
normal group than in an abnormal group. A psychotherapist working 
with abnormals must usually use extreme and time-consuming methods in 
order to relieve repression to a point where insights can become reliable 
predictive tools. Furthermore, a private counseling session or a small dis- 
cussion group of disturbed adults led by a psychiatrist represents a situa- 
tion where more drastic means for relieving inhibition may be used. The 
mores of our culture do not tolerate in school classrooms the freedom of 
expression which can be permitted in a true therapeutic group. Whenever 
catharsis requires that a person talk freely about deep personal issues 
which would seem shocking or embarrassing to others, the case is one not 
for a teacher but for a trained therapist. One major difference, then, 
between a social-studies class and a therapeutic group is that the former 
will be less free to delve deeply into personal problems, less free to tol- 
erate extreme and shocking expressions of opinion. 


*® Ronald Lippitt and R.K. White, “An Experimental Study of Leadership and 
Group Life,” in Readings in Social Psychology, op. cit., pp. 315-333. 
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Thus it is both possible and desirable in a classroom to place more 
emphasis on intellectual experience and less upon catharsis than is done in 
a therapeutic group. It seems preferable to think of the expression of 
emotion—of catharsis—as a tool for achieving conceptualization rather 
than as an end in itself. What we want in a social-studies classroom is an 
increase in amount and an improvement in quality of thinking. Emotional 
release is to be encouraged only as it helps to achieve reflection. 

In the literature of client-centered psychotherapy we find the opinion 
that, if a patient is placed in a nonthreatening, accepting climate and 
allowed to talk freely about his problems, he will by himself gain more 
adequate insights. In a social-studies classroom, however, a good psycho- 
logical climate and free discussion are not usually enough to produce 
accurate insight because of the difference in learning goals and type of 
problems discussed. In a social-studies classroom many of the problems 
treated involve complex social issues and much of the complicated and 
extensive evidence required to work with them successfully is unknown 
to students. Although relatively undirected discussion may be desirable 
to get issues into the open, to expose data from the prior experience of 
pupils, and to reduce repression, it is not enough. If students do not know 
what a tariff is, for example, such discussion will not make them more 
intelligent about tariff issues. A teacher must be in charge to lead discus- 
sion, inject criticism, suggest research, and in general head the learning 
enterprise. 

2. How far can we go in applying to a social-studies classroom prin- 
ciples of democratic leadership as developed through experiences of the 
democratic group-leadership movement? First, a classroom can and 
should be fully as democratic as any adult group. There are impelling 
reasons: School may be the only part of a child’s environment where he 
has a chance to experience by living it the meaning of democracy. All too 
often he experiences authoritarian practices in home, church, and part- 
time employment. Not that a person must necessarily be able to live dem- 
ocratically in order to learn to appreciate democracy; it is conceivable 
that while in a concentration camp a person could learn to appreciate 
democracy deeply. But a child is more likely to understand and value 
democracy through direct experience with it than in any other way. 

Once having stated the necessity for democracy in classrooms, we must 
make certain qualifications. In a democratic society, every member has an 
equal share in determining the goals and behavioral rules of the society, 
an equal share in deciding which freedoms and restraints are to apply. But 
this democratic principle applies only to the larger group (1.e., the entire 
society), which may limit the jurisdiction of its own subgroupings in any 
way it pleases. For example, jurisdiction over certain matters is left to 
adults, under the assumption that children are not competent to decide 
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some things. Within the limits of their jurisdiction, students should have 
the same right of equal participation in decision making as adults. 

Let us explore further the question of jurisdiction. Adults have seen fit 
in various ways to limit the overt behavior of children. For example, 
children are not permitted to destroy property, to flout community 
mores, or to loaf through school (when it can be helped). The adult 
community holds teachers responsible for seeing that the actions of chil- 
dren conform to these rules. In this sense a teacher is a representative, or 
agent, of the larger community. Although a democratic teacher will en- 
courage his students to discuss problems of behavior, independently 
formulate rules which are reasonably compatible with those of the larger 
community, and obey them voluntarily, he must retain the right to over- 
rule students if necessary. On some questions a teacher’s vote must 
remain a majority vote. But only where matters of action or overt behav- 
ior are concerned. It is presumed that in a democratic school, freedom of 
thought among students is not restricted; students have exactly the same 
freedom as adult groups. However, even this statement requires qualifi- 
Cation. 

We have assumed that, if a democratic society is to govern itself 
wisely, the principle of reflection will be a necessary adjunct of demo- 
cratic life. We have assumed further that, if a democratic society is to live 
into the future, the principle of reflection must be extended into all prob- 
lem areas which seriously threaten democracy. Now not all adult members 
of a democratic society will agree that these needs exist. Many persons may 
reject reflection and the critical study of certain areas of controversy. But 
probably a majority of adult Americans do uphold the principle of re- 
flection and the necessity of free and critical thought in all areas of gen- 
eral social concern. If this is the case, then teachers may be regarded as 
agents of the larger community in acquainting students with the rules of 
accurate thinking and in encouraging them to think seriously about the 
most troublesome issues. Even when a local community objects to such 
practices, a teacher’s responsibility to the larger group would seem to 
obligate him, insofar as he is able, to select methodology and content 
which are reflective and socially important. 

Students in a self-governing classroom might select learning experiences 
capable of making effective citizens of them; but again they might not. 
Whether or not students want to think, a teacher must be an instigator of 
thought. If they want to, the job is easier; if they don’t, a teacher has to 
arouse the desire to think. Whether or not students want to study critical 
social issues, a teacher must see that, to the best of their ability, they 
do. 

The obligations of leaders in adult democratic groups are no different 
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from the obligations of teachers. But, because of their greater com- 
petence, all members of an adult group are to some degree presumably 
capable of assuming leadership roles. Although in given cases they may 
not be, members of adult groups are often somewhat acquainted with 
reflective problem solving and in a position to decide wisely which prob- 
lems they should pursue. Student groups, on the other hand, are less 
mature, less cognizant of the meaning of reflection, less aware of trouble- 
some issues in the culture. By and large, therefore, teachers must play a 
more dominant role than leaders of adult groups. 


DISCUSSION QUESTIONS AND EXERCISES 


1. Do you know persons who have made noticeable shifts in their fundamen- 
tal beliefs as a result of classroom experiences? Can you identify changes 
which you yourself have made? Under what circumstances have you ob- 
served such shifts? 

2. Does a democratic culture, more than any other, provide conditions which 
make for open-mindedness and mental flexibility? If so, is this an asset or 
a liability? 

3. Have you known of situations where students reexamined and perhaps re- 
vised basic beliefs under the direction of a tyrannical teacher? If so, does 
such behavior contradict the hypotheses advanced in this chapter? Could 
a teacher be autocratic and permissive at the same time? 

4. If a democratic group is the most effective instrument for promoting 
change in basic outlooks, how do you explain the drastic changes in out- 
look achieved by Hitler, using methods of propaganda and coercion? 

5. Could many of the guidance functions now performed by counselors be 
performed better in group situations? Does the key responsibility for guid- 
ance fall on classroom teachers? What is meant by the expression, “Educa- 
tion is guidance”? 

6. Does a search for consensus in a group imply a totalitarian outlook? Can 
consensus ever be achieved without putting pressure on individuals to con- 
form? Is majority vote a more democratic practice than seeking consensus? 
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GEE PACE Rao 


Discussion as a Tool of Reflective 
Learning 


Types and Values of Discussion 


DSi like techniques in general, may be classified as directed 
or undirected, depending on how much responsibility a teacher 
takes for guidance. Or they may be authoritarian or permissive, depend- 
ing on the degree to which a teacher tries to stamp the group with his 
own thought processes. It is assumed here that a teacher will always try 
to maintain at least minimal permissiveness, as suggested and described in 
Chapter g. For our purposes, the most useful classification is that based on 
degree of directedness, and the present chapter will be devoted to explan- 
ation and illustration of undirected and directed discussions as tools of 
conceptual learning. 

Since the aim assumed for discussion is reflective learning and since this 
kind of learning in the social studies emerges from situations which ap- 
pear to students to be problematic, the chief interest of the present 
chapter wiill be on problem-solving discussion, which in the main is 
necessarily directed discussion. First, however, we shall consider undi- 
rected discussion since, although this form is not likely to lead to much 
reflection, it can play a significant preparatory role in the learning pro- 
cess. 


UNDIRECTED DISCUSSION 


Undirected discussion is informal and loosely organized exchange of 
views in which no systematic attempt is made to reach conclusions—or, 
in fact, to follow any predetermined direction. In order to get students to 
talk freely, the teacher deliberately imposes as few restraints as possible. 
Undirected discussion is similar to an out-of-class bull session. 

Such discussion may serve very worthwhile purposes. It requires a 
student to formulate his own opinions and to watch how they fare in a 
give-and-take situation. It requires him to listen to the opinions of others. 
All of this should help an individual student to become more aware of 
what he believes, and to identify common points of dispute and agree- 
ment within the group. It may make him more tolerant of divergent or 
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unorthodox views. Undirected discussion also serves a climate-making 
function in that it “warms up” a class by making students feel at ease and 
encouraging backward students to talk. It may also—and this is most 
important—help a teacher to identify the real problems of students, or to 
discover unexamined beliefs (prejudices) which can later be brought 
under question in such a way as to create problems. Undirected discussion 
may therefore be of great value in helping a teacher plan and lead more 
organized discussion later. 

By and large, classroom discussions tend to be relatively undirected in 
the sense that no organizational pattern is evident. They are likely to 
wander, and seldom produce grounded conclusions. Prevalence of this 
sort of discussion probably results from the fact that, although at times it 
is difficult to control, little planning is required on the part of teachers or 
students. Since few teachers understand the potential values of undirected 
discussion, the largely undirected discussions they conduct may serve no 
good purpose at all. 

But even when used deliberately and purposefully, undirected dis- 
cussion has conspicuous limitations. It may expose students’ problems, 
but it can do little toward solving problems which require methodical 
examination of evidence. It may prepare the soil for reflection, but it is 
hardly capable in itself of supporting sustained reflection. It may create a 
situation which encourages participation, but it is not designed to lead to 
continuously constructive effort. The all-but-exclusive emphasis in school- 
rooms on relatively undirected discussion or variations of it has led to the 
charge that typical classroom discussion is a mere “pooling of ignorance.” 
A teacher must know when to permit undirected discussion and when to 
discourage it. 


PROBLEM-SOLVING DISCUSSION 


Problem-solving discussion is perhaps indicated when a class needs to 
reach a decision, form a policy, establish a program, or take some other 
step in the face of difficulty more or less common to the whole group. It 
is distinguished from undirected discussion in being a disciplined, sharply 
pointed form of group thinking. It always has the purpose of moving 
thought forward. Unless students emerge with increased understanding 
of issues they confront, it fails to advance its purpose. 

The essential task of problem-solving discussion is reflective testing of a 
hypothesis under the established rules of scientific method. A problem- 
solving group selects a hypothesis for testing, defines it, determines what 
kind of evidence is needed to test it, seeks and examines evidence, and 
comes to some conclusion. Discussion may be led by one person or by all 
or several members of a group sharing the functions of leadership. These 
functions include establishing climatic and other conditions for group 
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reflection and helping the group move through the steps of a complete act 
of thought—or as far in this direction as possible. 

Although when writing about the subject one may establish neat classi- 
fications, it is much more difficult in practice to lead discussion so that it 
will appear to an observer to fit into one of the established categories. 
The terms undirected and problem solving, as applied to discussions, are 
relative. Undirected discussion tends spontaneously at various points to 
develop some of the structure of a problem-solving discussion. And the 
latter at times may appear undirected. Thus, many discussions fall some- 
where between the two types, or alternate from one to the other. 

Participants in a problem-solving discussion are limited in the extent 
and nature of the techniques of inquiry which they can use. For example, 
they can only mentally perform experiments during discussion proper. 
They can examine the results of observations and experiments made by 
others, however, and can plan to do individual or group research during 
recesses in discussion, deferring decisions until further evidence is before 
them. 

Besides learning the attitudes and skills of reflective method, students 
may also be expected to gain control of substantial quantities of factual 
data relevant to problems which concern them. There is reason to believe 
that factual content acquired in this way is remembered longer, and ap- 
plied more readily and meaningfully, than that learned through recitation 
or individual study. Students will also, it is hoped, develop disposition and 
ability to work closely with others in solving problems of group interest, 
and move nearer to agreement on basic issues or at least understand better 
the source of their differences. Achievement of these aims naturally pre- 
supposes reasonable skill on the part of a teacher in directing discussion 
and in encouraging development of discussion skills in students. 

Although they may be more apparent than real, problem-solving dis- 
cussion has certain limitations. Just as serious reflection in an individual 
may lead into blind alleys and have its periods of frustration and despair, 
so may cooperative reflection also experience periods of retreat and be- 
wilderment. Discussion may therefore appear to be a time-consuming 
technique. However, if well led, it is probably one of the most efficient 
techniques for producing conceptualization. And if we are interested in 
results which are permanent and functional, discussion is probably one of 
the most efficient means of teaching informational content. 

Discussion gives best results in small groups. To secure the benefits of 
discusssion in very large groups (say, 100 or more) special techniques are 
required: the panel, round table, or symposium. In most instances, 
teachers work with groups of forty or less and need not make use of large- 
group techniques unless they have special reasons for doing so. 

The physical requirements of a small-group discussion are simple and 
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can be met in most classrooms. In an ideal situation, students sit around a 
large table or draw their chairs into a circle. The teacher is at a focal 
point, but not separated from students by platform, desk, or speaker’s 
stand. If this arrangement is not possible, students may be seated with rea- 
sonable compactness near the front of a classroom and the teacher may 
sit, stand, or move slowly around the room. The purpose of physical 
arrangement is to promote an informal, friendly atmospheres ous in 
which all that is said may be readily heard and in which the “total” per- 
son speaking may be easily observed. 


Some Responsibilities of Leadership 


As suggested in Chapter 9, the modern view is that a teacher does not 
have a monopoly on tasks of leadership. There are certain leadership func- 
tions which must be performed if a discussion is to remain for long on a 
problem-solving level, and it does not matter who performs them, so long 
as they are performed satisfactorily. It is a teacher’s responsibility to see 
that they are carried out but not necessarily to monopolize their per- 
formance. Probably the more widely the functions of leadership are 
distributed the better. This should not be taken to mean that a discussion 
profits from an absence of direction; it means only that furnishing direct- 
edness may often be the cooperative task of several persons. Obviously, a 
group consisting of young students or students who have had little expe- 
rience in problem-solving discussion will require more direction from a 
teacher than other groups. 

The remainder of this section deals with a number of the functions of 
leadership and, wherever it seems profitable, illustrates the conduct of 
these functions by means of verbatim excerpts from classroom discus- 
sions. These transcripts are not supposed to represent perfection in 
leadership technique; they are meant to be suggestive only. 


ESTABLISHING PROCEDURAL RULES 


If possible, rules of procedure should be made democratically. That is 
class members should be encouraged to initiate and help enforce their 
own rules. A classroom situation naturally determines the rules. In gen- 
eral, large classes call for stricter application of rules than do smaller 
groups, and students who are accustomed to discussion can operate under 
more lenient rules than novices. Procedural rules should never be re- 
garded as ends, but rather as tools. They should be freely modified as a 
situation demands. Some commonly observed rules follow: 

1. Before he speaks, each student gains recognition from the teacher. 
At times, of course, it may be stifling to require every pupil to first ad- 
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dress the teacher; but unless this rule is followed noisy confusion often 
develops. 

2. Students speak one at a time. In spite of a teacher’s best effort, dur- 
ing a heated discusssion students will break this and the preceding rule. 
But a group should learn to accept the rule as the best means of respecting 
the right of each to be fairly heard. 

3. Students gain recognition by raising a hand. Also, as soon as a stu- 
dent is given the floor, all hands go down. The student who is talking de- 
serves the best possible conditions in which to make his point; a roomful 
of waving arms is a discourtesy. 

4. When more than one student wants the floor, a teacher gives pref- 
erence to a student who has not yet spoken; or if all have spoken, to the 
student who in the past has said least. 

5. A teacher spreads discussion around as much as possible. Any time 
they show the slightest inclination to speak, he encourages students who 
are usually silent to talk. He expresses appreciation for the contributions, 
no matter how feeble, of timid students. He is always careful not to give 
the appearance of favoring one student, or one group of students, over 
the rest. 

6. A teacher may establish a time limit for individual comments, or a 
limit on the number of times a single student is allowed to speak. This 
rule may be needed to prevent a few from monopolizing discussion. 

7. Ihe teacher makes sure that students remain impersonal in their 
remarks. Statements such as “That is just stupid . . .” or “Coming from 
you, I’m not surprised,” have no place in discussion. 


ESTABLISHING AND MAINTAINING A WARMLY PERMISSIVE 
EMOTIONAL CLIMATE 


For good psychological reasons, it is essential that a teacher manage dis- 
cussion so that students feel relaxed, in a good mood, and free from 
threat. A distinctive function of discussion is that, properly conducted, it 
is one of the best tools for inducing permanent changes in beliefs and 
values. But, as suggested in Chapter 9, most persons find it possible to 
change their fundamental thought habits only in a permissive emotional 
climate. Discussion excerpts below illustrate some of the points made pre- 
viously. 

In the following two examples the teacher tries to insure that students 
feel their views are respected. 


Rutu: Well—I don’t really know much about this subject—maybe I'd better 
just keep still— 

Teacuer: I’m sure we would all like to hear your opinion. 

Rutu: I don’t think it’s fair that we should be partial to industry over agri- 
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culture in our tariff rates. That is, industry enjoys a high degree of protec- 
tion. It wouldn’t be fair to lower the tariff on farm goods and keep it on— 
say—autos. 

TeacHer: A good point, a very good point. Your idea is that if we were 
going to lower tariffs, we ought to lower them equally on agricultural and 
industrial products. 


Haroip: Well, you know what people always say—it’s even in the textbooks 
—kids should honor and respect their parents. In a way, I believe that but 
I think parents ought to honor and respect kids, too, and not do some of 
the things they do. 

‘Teacuer: ‘That sounds like a perfectly reasonable point to me. 

Harotp: Yeah, but as soon as a guy like me says that some parents deserve 
to be hated and disobeyed—then people start thinking there is something 
wrong with you. 

Tracuer: I should think that generally when a boy or girl hates his parents 
he has some reason—maybe a pretty good one. 


Often a teacher needs to introduce opinions contrary to those his 
students hold. Such opinions should be presented not as personal view- 
points but as positions which are held by some persons, as outlooks 
common in our society. The following examples illustrate how one 
teacher tried to introduce fresh opinons and facts without generating re- 
sistance among students. 


Tracuer: You have suggested several possible policies that the government 
might follow with respect to taxation—but no one has suggested that taxes 
ought generally to be raised. 

Joun: Who would want taxes raised, anyway? 

TreacHer: Maybe it’s an idea we ought to explore. 

Ratpw: Do you think taxes ought to be raised? Or are you kidding some- 
body? 

Tracuer: I wasn’t advocating raising taxes. I simply mean that there are 
some persons who do and that there is a definite school of thought along 
that line. I thought you might be interested in the line of reasoning of a 
person who favors higher taxes. 


Jack: Well, I don’t see why the Western states shouldn’t have control of 
the public land within their boundaries. Local people ought to know how 
to use it better than a bunch of Washington bureaucrats. 

Jor: Inever could figure out how the federal government could legally hold 
title to millions of acres of land in the West anyhow. 

Mary: Isn’t the whole idea of public lands—well, like socialism in some way? 

Teacuer: I think for the moment it might be better to avoid trying to pin 
labels on it. Wouldn’t it be better first to get some of the arguments, pro 
and con, out into the open? 
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Joe: My dad’s a cattleman and all I’ve been hearing for years is arguments. 
And they all add up to one thing. 

TeacHer: Would you be willing to grant that there is an argument on the 
other side—in favor of the present system of federal control? 

Jack: Someone must believe it, or things would change. 

Tracuer: I’m no expert on this and right now I wouldn’t express an opinion 
one way or another. But there is a line of reasoning which you read fairly 
often, and unless you know what it is you can’t defend your own view 
intelligently. Some persons who prefer federal ownership and control of 
public lands do so because they question the competence of most state gov- 
ernments to exercise control wisely. Is there anyone who will volunteer to 
read a magazine article which came out recently on this subject? 


In a permissive classroom, students themselves always carry a large 
measure of responsibility for their own thinking. That is, they make their 
own decisions and expect to be asked to defend them. The following 
excerpts illustrate how a teacher may encourage students to think for 
themselves. 


Karen: (to teacher) Well, offhand, as things are right now, wouldn’t you 
say there is a need for military preparedness? 

Teacuer: Id rather not try to answer that. Class, Karen is raising a question 
about our need for military preparedness. How about it? What do the rest 
of you think? 


Cuartes: On this election I’m caught right in the middle. Dad’s for the 
Democratic candidate and mother’s for the Republican. 

Treacuer: And whom are you supporting? 

Cuartes: I just can’t decide—I think a person ought to vote for the man, 
not the party. Which do you think is the better man? 
Tracuer: Even if I wanted to try to help you decide, I couldn’t until you 
told us what you mean by “better”—what is it you want in a President? 
Cuartes: Well, that’s not easy. You make a problem out of it. I suppose 
honesty might be one thing. 

TeacHer: Okay. Why don’t you make a list of the qualities you think the 
candidate should have and then try to see which man fits best? 

Cuartes: If I make a list, then will you give me your opinion as to which 
candidate I ought to support? 

Teacuer: I’m afraid not. You will have to decide. But I can help you find 
what biographical material there is on each candidate. 


Just as a student has a right to be heard, he also has a right not to talk if 
he doesn’t want to. Many teachers have found that it is better not to ask 
questions of designated students, particularly if a question is one which 
delves deeply into touchy areas of belief. One point of view is that if 
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students want to talk they will volunteer and if they do not want to 
talk—but are required to—they will give minimal answers. That is, the 
answers will be sufficiently ambiguous or noncommittal to prevent the 
student’s being exposed to later attack. The teacher is aware of this 
problem in the following illustrations. 


Harotp: (who has been showing signs of interest but seems reluctant to 
talk) There are some things—like in connection with the family problems 
we've been talking about—that you can’t tell people. 

Teacuer: That’s true. If you have a specific case in mind, then use your own 
judgment about whether you want to mention it. 

Harotp: Well, it fits in but it’s sort of personal. 

TracHer: Okay, use your own judgment—you are among friends, you know. 


TeacHer: I want to ask several people in the class their opinions of the 
statement which is written on the board. But I want to repeat that no one 
needs to feel obligated to answer just in order to seem cooperative. Some of 
you may not want to say anything at all, and some may want to wait a 
while until some of the others have had their say. In other words, ’m not 
interested in putting someone on a spot. James, your name is the one I pulled 
out of the hat first, so to speak. What is your opinion, if you care to give 
one? 

James: I don’t think I have any. 

TeacHer: ‘That’s all right—maybe you'll get one later and if you do, feel 
free to express it. How about you, Helen? 

Heren: Well, I’m no expert on taxation— 

TeacHer: (laughing) None of us here is. You’re among equals. 

Heven: Well, I'll try. 


Humor and good will are indispensable in helping to create a permissive 
atmosphere. A student is helped to be himself by such displays of 
warmth. He is helped to eliminate tensions and hostilities. The exchange 
below modified the tone of a discussion which had lacked warmth: 


Metvin: (following an explanation of some of the details of a plan for Uni- 
versal Military Training) Some of the things usually associated with the 
military would be eliminated. In fact, many additional safeguards as to 
health and morals and the effects of military association would be eliminated 
or reduced under the type of plan they have in mind. 

TracHer: You mean that they would try to keep the young men away from 
women, liquor, gambling, and that sort of thing? (laughter) 

Metvin: Well, yes, ’m only quoting. They even have it figured out how 
many chaplains they would need and plan to locate training centers away 
from communities which have an—ah—unsavory reputation. (laughter) 

Teacuer: I don’t think the young men will want to go. (laughter) 
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FACILITATING COMMUNICATION 


Students must be helped to make themselves understood. Sometimes 
this requires only that a class be asked to be more attentive to what a 
student is saying or that a contributor be asked to speak louder. More 
often it involves problems of semantics, of clarification of intended 
meaning. We will consider three aspects of communication. 

Insuring That Individuals Are Heard. Whenever a teacher suspects that 
some in a class have not heard a statement, he should ask the contributor to 
repeat it in a louder tone of voice, or he himself should repeat it. Some- 
times it is well to investigate how much is being heard by asking, “Did 
everyone hear what was just said?” Sometimes a teacher can induce shy 
students to talk louder by standing on the far side of the room from 
them. 

Helping to Reduce Ambiguity. Probably the major cause of faulty 
communication is ambiguity. This in turn stems from inadequate lan- 
guage skills or a haziness of thought processes. One means of counter- 
acting muddiness is to ask for examples or illustrations. 


Janice: Well, there are all these cases of creeping socialism, as it has been 
called. Trying to reduce everyone to a common level of wealth, or maybe 
poverty. That’s what I’m talking about— 

TeacHer: Can you give an example of creeping socialism? 

Janice: Well, there must be lots of examples—the TVA has been cited—I 
don’t really know— 

TeacHer: Do you have in mind activities of the federal government—or 
state and local governments? 

Janice: I think the threat must come mostly from the federal government. 

TeacHer: ‘Then is the TVA as good an example as you can think of? If so, 
can you tell the class something about the TVA—what sort of organization 
it is? 


Sometimes a student uses an unintended word or phrase which confuses 
his entire statement. Questioning designed to draw a student out further, 
to get him to rephrase or repeat, may help, as in this illustration: 


Grorce: I remember one argument of one senator about the excess profits 
tax—that it should be spread out and cut down—I remember he said, I 
think—from 20 to 10 or 5 percent and apply it to all industries, instead of 
20 percent on some products and none on others. 

Teacuer: I don’t exactly understand that because the maximum rate under 
the present excess profits tax is a lot higher than that, and it applies impar- 
tially to all firms earning over a certain level of profit. 

Georce: Well, this senator, as I recall, wanted it spread out more to cor- 
respond to our national heritage of taxation—taxes for all instead of 
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the few, or something—I don’t remember. I’m pretty balled up myself. Tax- 
ation, in his opinion, should cover food to some extent. I remember his 
mentioning bread, milk, or something that should have a 5 percent excise 
tax— 

Tracuer: Oh, are you talking about excise taxes? 

Georce: Yes, excise. 

Tracuer: You had us a little confused there—I understood you to say ex- 
cess profits— 

GrorceE: I guess that was a mistake—I meant excise. 


Sometimes the easiest means of reducing ambiguity is for a teacher to 
repeat in clearer language what a student is trying to say, if he can infer 
what the student is driving at. 


Georce: One reason I’m opposed to Universal Military Training is because 
of the effect it would have on the minds of the young men of the country 
—the army has an outlook which is—well, okay maybe for the army, but 
to build it up in everybody— 

Ratpu: I question whether UMT would give everyone who went through 
it a military outlook on things. A lot of people think it just doesn’t carry 
through. Men that have been in the service—if we take the bunch which 
went through the last war—when they got out not many had any hankering 
to start fighting again. 

Georce: I was thinking of regimentation of thought—not war as a good or 
bad thing. For example, the tendency of the American people to think 
every which way, to go around in a circle and off in all directions. The 
tendency of the army to create a relationship between doing certain things 
and not doing certain things—respecting higher authority, the aristocrat— 
more so than the elected authority—that type of thing. 

TrEacHer: Oh, then you don’t mean, George, that UMT would teach aggres- 
siveness—you mean perhaps it would promote the development in civilian 
life of a caste system, a group who are habitually willing to obey and a 
group accustomed to commanding—like the Prussian social structure per- 
haps? 

Georce: That’s right. 


Helping to Overcome Concealment. Communication may be hindered 
because a student hesitates to say what he really has in mind. A thought is 
lurking in the back of his head of which perhaps he is a little afraid, or 
which he does not quite understand, so he tries to phrase his comments so 
as to conceal what is actually there. Often such hidden thoughts include 
ideas which the student fears are extreme, unpopular in his community, 
or so lacking in grounds as to be open to attack. He may welcome a 
chance to examine these ideas critically if he can be helped to do it some- 
what painlessly. 

Sometimes a teacher can infer what a student is really thinking and 
state it himself, thus helping a student clarify his own ideas. 
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Maryjortz: The trouble with most parents is, they are old fogeys. They don’t 
understand how the world has changed. 

‘TEACHER: What do you mean, Marjorie? 

Marjorie: Well, they don’t want you to do anything. It’s always “don’t do 
this #ore dont do thaty 

Teacuer: What, for example? 

Marjorie: Well, like going out on a date. They want to know all about the 
boy—his pedigree for ten generations. (laughter) And if they find anything 
wrong—and usually they do—they make you stay home. 

Tracuer: Do you think high-school students should be allowed to choose 
their own associates? 

Marjorie: Sure, why not? 

Treacuer: Do you think high-school girls should be free to go out with older 
men—say men of 30 or 4o? 

Marjorie: (pause) Well, I guess a lot of people frown on that sort of thing. 

TEACHER: But, if students are going to be really free to pick their own asso- 
ciates, then they should be free to run around with anyone they please—no 
matter what age— 

Marjorie: If I said yes to that—well, I know what people would think— 

TEACHER: (laughing) Well, do you stand by your principle of freedom or 
don’t you? 

Marjorie: I might as well be honest—sure I do—but that doesn’t mean I’m 
planning to start dating married men. 

TeracHer: But you feel you have a right? 

Marjorie: Yes. 


ASSISTING TOWARD SOLUTION OF A PROBLEM 


A group needs to be helped to conclude successfully each stage in the 
process of thought without serious logjams or bottlenecks and to move 
on to the next stage. A problem-solving discussion has direction and 
moves—even if sometimes by a circuitous route—toward some sort of 
conclusion. Some ways in which a leader can assist a group are described 
and illustrated below. In the next section, we shall describe and illustrate 
in more detail how each step of a problem-solving discussion may be 
handled. 

Orienting a Group in the Nature and Purpose of Problem-Solving Dis- 
cussion. Sometime in each course, a social-studies teacher should en- 
courage discussion on the subject of discussion itself, in order to clarify 
the nature of reflective method, show how reflection may be served by dis- 
cussion, show the logical pattern of problem-solving discussion, and treat 
problems of technique required for effective discussion. In most cases, 
such critical examination should be held early in a course; but with im- 
mature students it may be delayed until after the group has had consid- 
erable experience in dealing reflectively with content. But in every dis- 
cussian—no matter how seasoned a group may be—it is always appro- 
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priate to raise questions about matters of methodology if thinking would 
be furthered thereby. The following excerpt illustrates a departure from 
the formal theme for the purpose of examining basic methodology: 


Wirarp: I think I learn more in classes where the teacher lectures and gives 
definite assignments. 

TeacHer: How do the rest of you feel about that? 

James: Well—this isn’t meant as a criticism of this class—but it seems to me 
that we often go round and round. Sometimes I can’t tell what I’ve gained 
from it. 

TeacHer: Have our discussions been worthwhile? Has the class learned any- 
thing of value from them? 

Exaine: I think it has done me some good just to hear the opinions of other 
people. 

Wuzarp: But all you do hear is opinion. I want something more definite 
than that. 

TeacHer: If our discussions have sounded like mere airing of opinion, some- 
thing must be wrong. There should be some other ends that can be served 
by discussion if it’s done right. What do you think we ought to aim for 
when we discuss? 


Guarding Against Superficiality and Promoting Critical-Mindedness. 
Unless taught otherwise, secondary-school students are likely to be 
highly uncritical. But critical-mindedness is an essential of successful 
reflection. Closely related to lack of a critical faculty is the tendency to 
study issues superficially. Students actually may resist digging beneath the 
surface as a result of repressions, laziness, or habits acquired in previous 
courses. It is always legitimate for a teacher to press students for evidence 
whenever they come forth with sweeping generalizations or dubious 
facts. And whenever an opportunity presents itself, a teacher should ask 
questions designed to expose inconsistency, conflict, or faulty logic, and 
questions that are probing enough to prevent discussion from confining 
itself to surface or peripheral matters. Of course, he should not become so 
much of a gadfly that students become hostile, discouraged, or with- 
drawn. Questioning should be good humored and tactful and should not 
go so far as to undermine essential permissiveness. 

In the following excerpt a teacher tried to raise questions about an 
assertion of fact made by a student and in the process achieved a much 
deeper analysis than would have occurred if the teacher had remained 
passive. 


Ramon: I don’t see how we could get by without a protective tariff, that is, 
not unless we are willing to equalize our standard of living with other parts 
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of the world. And I don’t think the people in our nation are ready or will- 
ing to do that. 

TracHer: What do you mean by equalizing the standard of living? 

Ramon: Well, putting everyone on the same level. 

Tracuer: You mean everyone having the same real income—the same buy- 
ing power? 

Ramon: I guess that’s it—the same number of cars and radios per capita, 
the same number of bathtubs, and that sort of thing. 

Teacuer: Is it all right if we pursue this question a little farther—it interests 
me. What is the basis of a worker’s income—that is, what determines how 
much he earns? 

Ramon: His wages? Well, if he belongs to a union he is likely to get more. 
And the more profits an employer makes, the more he can afford to 
pay. 

TeacHer: Maybe we can approach the question better if we try another 
way. A century ago a factory worker in the United States was lucky to 
make ten dollars a week; today factory workers average about seventeen 
or eighteen dollars a day. How do you explain that? 

Harotp: Price inflation probably has something to do with it. And like 
Ramon said, unions. 

TeacHer: But does the average factory worker live better today than he did 
a century ago? More cars and radios, more bathtubs, better homes and the 
like? 

Harotp: Oh, sure. 

TeacHer: Do you think all of the gain has been due to unions—all the gain 
in standard of living, I mean? 

Evartne: I think our ability to produce more has a lot to do with it—each 
worker now turns out a lot more in a day. Because we have better machines 
than they did then. And mass-production industries. 

TeacHer: Elaine is saying that the average worker lives better now than he 
did a century ago because he is more productive. Is productivity a basis 
for wages—does the amount a worker can turn out have something to do 
with what his employer can pay him—and what his standard of living will 
be? 

Harotp: Naturally. Where is this leading us? 

Teacuer: Well, is the labor force of every nation equally productive? I 
mean, does the average American worker produce as much as, say, the av- 
erage Chinese worker? What about that, Ramon? 

Ramon: I would say the American is much more productive. What has this 
got to do with the tariff? 

Teacuer: I'll try to tie it in. Would you say that eliminating tariffs—pursu- 
ing a policy of free trade—would make the Chinese worker as productive 
as the American? 

Ramon: Well—I don’t know—I don’t see why it would. 

Exvaine: I think I get your point—there would still be different levels of pro- 
ductivity under free trade, therefore the people of the most productive na- 
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tions would continue living better than the rest. Free trade couldn’t equal- 
ize our standard of living with other parts of the world like Ramon said. 


We shall illustrate one other means of helping to induce critical- 
mindedness—getting qualifications attached to overly broad generaliz- 
tions. 


Ramon: Well, I guess I’m one of those reactionaries who believes that you 
can’t change human nature. 

Teacuer: I don’t know whether holding that belief makes you a reactionary. 
If so, I would guess that you have lots of company. I would be interested in 
knowing just what you mean, though, when you say that you can’t change 
human nature. 

Ramon: Well, I mean that people are basically the same now as they were as 
far back as we have any records—as far back as the ancient Egyptians, for 
example. 

TracHerR: Do you mean people have the same customs now? 

Ramon: No, not the same customs—oh, I guess some customs haven’t 
changed much. 

TrEacHer: Do you mean people have the same beliefs today as they had in an- 
cient Egypt—about politics, economics, religion, sex, and so on? 

Ramon: No, I don’t mean that—you can’t say that people haven’t changed. 
But there are some things that don’t change. 

TracHer: For example? 

Ramon: People have always been and always will be basically selfish. And 
they still fight wars, 

TeacHer: ‘Then you would say that there are a few drives or motives that re- 
main the same? 

Ramon: Yes. 

TeacHer: Would you say man has changed in more ways than he has re- 
mained the same, or remained the same in more ways than he has changed? 

Ramon: Well, you've got me there. I suppose I will have to take back part of 
it. It wasn’t a very careful statement. 


Keeping Students on the Subject. A teacher should try to hold his 
group to the point of the discussion, although at times a wise teacher will 
decide that the point should be changed in midstream. Closely related to 
this problem is the need to prevent members of a group from obstructing 
emerging lines of thought with trivial or facetious remarks. Below is an 
example of how a teacher may prevent discussion from moving in irrel- 
evant directions. 


A: Aren’t we giving too much of a superman quality to the atom bomb and 
too little importance to old-fashioned infantry? I don’t think the infantry 
will ever be replaced, even if only for mopping up operations— 

Gerorce: My brother was in Japan and he talked with Japanese people around 
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Hiroshima and also some who lived in Tokyo. Their worst fear—even after 
the atom bombing—was incendiary bombs. 

At: Our tendency to overrate new weapons is one reason why I’m in favor of 
UMT. We need a large, well-trained army of foot soldiers— 

Georce: Can someone explain the principle of the H-bomb? I know the de- 
tails are all secret, but the general idea has been published I think—can you? 

Teacuer: That is a good question—but I am wondering if trying to answer it 
wouldn’t be sidetracking us from the topic of discussion, which is UMT. The 
effectiveness of the H-bomb is, of course, important to us—but probably not 
the scientific principles. How about seeing me after class—I can explain all 
I know in a few minutes. 


Keeping Discussion Unified So That Form and Direction Will be 
Clear. Discussions can easily become loosely jointed, if not dismembered. 
A few tangents, a few repetitions, and a group becomes confused. Points 
of confusion are usually sensed and sometimes openly revealed by ques- 
tions such as “Where are we?” A teacher may keep confused wandering 
to a minimum by (1) making free use of the blackboard, (2) introducing 
at strategic points brief summaries and reviews, and (3) reminding the 
group of the object of the discussion. 


Teacuer: So far in our discussion of Universal Military Training, we have 
talked about its cost, its possible effect on young men, and whether there is 
a genuine military threat to the United States from enemy nations. Are there 
any other big questions which would have to be answered in order for a 
person to take an intelligent stand either for or against UMT? 


TeacHer: Do you have the feeling that we are going around in circles, that 
we need some way to pull the discussion together and see where we are, and 
decide where we want to go? We began with the question of whether the 
federal government or private power companies ought to develop Hell’s Can- 
yon. Now we are on the government farm program. Did we talk about Hell’s 
Canyon to the point where you feel the significant facts and the chief com- 
peting opinions got out in the open? Did we reach a point where you would 
want to draw any conclusions, or is it still hanging? 


Leading a Group Through the Steps of a 
Complete Act of Thought 


As was pointed out in Chapter 8, it is assumed that all legitimate teaching 
techniques operate to move students through one or more of the steps of 
a complete act of thought, in accordance with the requirements of scien- 
tific methodology. Thus, problem-solving discussion begins by raising 
questions about established beliefs, and, if enough doubt appears to justify 
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further exploration, moves a group through the formulation and testing 
of hypotheses and the drawing of conclusions. Very often problem- 
solving discussion must be combined with other techniques, particularly 
research activities, if it is to be of maximum fruitfulness. 
More specifically a problem-solving discussion may be regarded as in- 

cluding these steps, though not necessarily in this order: 

Step 1: Selecting and introducing the discussion topic. 

Step 2: Clarifying and defining the problem. 

Step 3: Developing and refining hypotheses. 

Step 4: Testing hypotheses. 

Step 5: Drawing conclusions. 


STEP I: SELECTING AND INTRODUCING THE TOPIC 


Criteria for selection of topics for study presented in Chapter 8 in- 
cluded the suggestions that beliefs which are to be reflectively examined 
in classrooms should relate to social issues of wide concern, should have 
controversial aspect, should be held by a considerable proportion of stu- 
dents, and should, in the judgment of the teacher, lend themselves to 
frutiful study. We shall focus our main attention here on the mechanics 
of introducing topics which have already been chosen. 

The first task of discussion is to confront students with statements 
which correspond to or bear an evidential relationship to their own 
beliefs or knowledge. These statements are the discussion “topic” and 
getting them before students is what we mean by “introducing the 
topic.” The statements correspond to the established beliefs or precon- 
ceptions of step 1 of a complete act of thought as described on pages 68 
and 69. 

There are two basic procedures for placing before students proposi- 
tions (or questions) for discussion. One is to get students to make state- 
ments about their own beliefs or purported knowledge, as in the follow- 
ing examples: 

Tracuer: Tom, as I recall, you had something to say about this question the 
other day—can you repeat it? 

Tom: Well—I think I said that, if we went on a free trade basis we would 
have another recession—or I guess you would call it a depression—like we 
had starting in 1929. 

Tracuer: ‘That is your considered judgment—that a business depression 
would follow any general removal of tariffs? 


Tom: That’s right. 


TeacHer: Nancy, without wanting to put you on a spot, I am wondering if 
you could state your opinion on whether morality is correlated with religious 
faith—that is, whether people who hold definite religious beliefs are more 
likely than nonbelievers to follow our conventional moral codes? 
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Nancy: I understand the question all right. Actually, ’ve never known many 
people who were nonreligious— Oh, I guess quite a few people I know aren’t 
really deeply religious—it’s on the surface pretty much—but at least they 
claim a religion. 

TracuHer: Maybe I'd better rephrase the question. Do you think people who 
seem deeply religious lead more moral lives, in the conventional sense, than 
those who take their religion pretty much for granted? 

Nancy: Well—I don’t know—I think the deeply religious person is more 
likely to conform to some of the standards that the churches talk about—like 
not drinking or gambling. I don’t know whether what they say is immoral 
really is or not. For example, I think I approve of social drinking, at least my 
parents do it. 

Tracuer: Would you say then that a deeply religious person is more likely 
to conform to conventional middle-class moral standards than a person who 
is only mildly religious? 

Nancy: Yes, I think I would go along with that—so long as you'll let me 
make room for some exceptions. 


In the two illustrations, the teacher has succeeded in getting statements of 
belief before the group. These particular beliefs may or may not be 
widely shared in the group, and it is evident that in the latter instance the 
student expressing the belief does not feel very deeply committed to it. In 
both cases, fruitful discussion of the belief may be possible, provided 
most other students in the class also have beliefs (including, we might 
hope, contrary ones) about the same subject. 

A second basic procedure for confronting students with statements of 
belief is to introduce them from outside. Material introduced from the 
outside will be meaningless unless it is somehow related to previous 
experiences of students; that is, they must have beliefs of some sort about 
the material. Psychologically, the role of material introduced from out- 
side is to bring students to recall and formulate more clearly what they 
already know and believe. Discussion of such material, although on the 
surface it may appear to be devoted only to testing propositions suggested 
by the material itself, will have the effect of making students reexamine 
and perhaps revise or add to their own beliefs, provided, of course, that 
the material is relevant. 

There are certain advantages to using materials introduced from out- 
side as springboards to discussion. If statements of belief analyzed in class 
are—in appearance—those of outsiders, then a less threatening emotional 
climate results. Students do not see their own ideas as under direct attack 
and can thus remain more relaxed and perceptive. Of course, unless stu- 
dents do make their own connections and view their own notions more 
critically, the discussion will not have accomplished an educational pur- 
pose. A teacher can often tell what is going on in the minds of students 
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by listening to what they say or observing the level of interest which 
develops. 

If a problem-solving discussion is to be instigated through materials 
introduced from outside, introduction of the subject may, on the surface, 
seem quite conventional. Students may be asked to read something, to 
bring reports, to watch a movie, or simply to pay attention while the 
teacher reads or describes some situation. Any of the conventional 
sources of content may be used—textbooks, films, clippings, speakers, and 
trips—provided the content presented contains ideas, facts, or expressions 
of belief which can be related evidentially to the present beliefs of stu- 
dents. Techniques of presenting such materials may also appear similar to 
those of conventional subject-centered teaching, except that through 
questioning or explanation the teacher makes certain that students see 
clearly the propositions stated or implicit in the materials. The following 
may demonstrate this point: 


‘TEACHER: Class, I have with me yesterday evening’s edition of the comic strip 
“Blondie.” How many of you have read it? 

Marce: Oh, is that where Blondie came home with the new hats? 

TeacHer: Yes, how many of you saw that? (Several hands go up) Since some 
of you missed it, I'll read it. (The gist of the strip is that Blondie has spent a 
lot of money for foolish-looking hats while Dagwood, who supplies the cash, 
feels persecuted ) 

TrEacuer: (after reading) What big point, or idea, do you think the cartoonist 
is trying to communicate? 

Marce: Well, to me the comic strip means that men don’t always appreciate 
women’s ideas of style the way they should. Personally, I think Blondie had 
a right to buy those hats, 

Tom: I can’t accept that interpretation at all. I think the cartoonist is trying 
to say that women are slaves to style and that they don’t spend money wisely. 


STEP 2: CLARIFYING AND DEFINING THE PROBLEM 


This step involves getting clearly in mind what the problem is—that is, 
what it is that is blocking fuller understanding. A danger in discussion is 
that students will not come to feel involved in a problem—that the prob- 
lem is only in the mind of the teacher. Step 2 tries to surround with 
doubt the beliefs or purported knowledge introduced in step 1; or it tries 
to expose incompatibilities or conflict in students’ conceptual patterns. 
The function of discussion leadership in step 2 is—through questioning or 
other techniques—to expose inadequacies in the beliefs and knowledge of 
students, to help students see how their beliefs may be confused, contra- 
dictory, or ungrounded. Questioning seeks to make these inadequacies 
explicit—to define them so clearly that, if it seems desirable, they can be 
written on the blackboard. A teacher’s intention is to raise doubts of the 
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general form “If the one thing is true, how can the other be true also?” If 
he is successful in revealing to students discrepancies in their thinking, 
questions such as these will inevitably enter their minds: “Where is the 
flaw in my thinking?” “What is the right (or a better) answer to this?” 
and “How can I find out?” 

The following example shows how a teacher may reveal inconsistencies 


through questioning: 


TEACHER: (who has just read to the class a story in Time magazine about a 
son in an old, aristocratic New England family—the Stantons—who has been 
disinherited because of marrying a girl from the slums) What do you think 
of this story? 

Anne: I guess something like that could happen only in New England. 

Ruta: Why not in San Francisco? We have a high-society crowd out here 
that think they are just as important as the upper crust in Boston— 

Bit: Going back to the story, I don’t think his parents had any right to cut 
him off from the family fortune—I thought this was a free country—that 
anybody had a right to marry anyone he wanted to. If I decided I wanted to 
marry a migrant farm laborer living in a tent—well—no one had better try 
to stop me. 

Teacuer: Do you girls share Bill’s feeling that the young man in the story 
should be allowed to marry anyone he pleases, no matter what her social 
rank? 

Emeen: I think so. I think it’s none of his parents’ business. 

ANNE: Oh, naturally his parents would be interested—but I think he had the 
right. 

Rutu: I agree—some rich man’s son might propose to me sometime. (laugh- 
ter ) 

TeacHer: Let’s carry this a little farther. From your answers, I take it that 
most of you don’t think much of the idea of some people setting themselves 
up as better than others—the social arrangement you have when some people 
are “high society” and feel they are above the common crowd. 

Erteen: Doesn’t the Declaration of Independence say everyone is equal? 
That’s a principle of democracy. 

TeacHer: Do you take that to mean that they are socially equal, equal in 
ability, or what? 

Erren: Well, to me it means equal opportunity for everybody to do what he 
wants and live a happy life—but I think it means social equality too. 

Ratpu: I’m not upper crust, but then I don’t come from the lower-lower class 
either. I try to treat everybody alike—no matter which side of the tracks 
they come from. 

Tracuer: Then do all of you go along with the idea that any kind of social 
discrimination is bad—that we shouldn’t have social barriers or social classes 
based on the feeling that some people are better than others? (“Yes’s” and 
nods indicate general assent) 

TracHer: You have me really interested now. May I ask you some questions 
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along a slightly different line? You may not see right away how it ties in, 
but I think you will later. How many of you expect to go to college (A 
majority hold up hands) All right, fine. Eileen, you say you are going to 
college—I am wondering if you will be interested in joining a sorority then— 
if you will agree to go in. 

Eireen: Well, I don’t know just what you are thinking of. I probably 
wouldn’t have the money. 

TrEacuer: Let’s assume you could afford it—I know they are often expensive. 
If you could afford it, and were invited, would you join a sorority? 
Emeen: Well, I don’t know for sure—it’s quite a long way off. But probably. 
TeacHer: How about the rest of you girls? Ruth? Anne? Sarah? (Most girls 
answer a qualified yes—if they are asked, if it doesn’t cost too much, etc.) 
TreacHer: Why would you want to join a sorority? Can you tell us, Eileen? 
Emeen: ‘That’s a hard question (laughs). I guess it’s just the thing to do—it’s 
part of going to college. 

TeacHerR: ‘There must be a more definite reason than that. 

Eireen: If you were asked, and could afford to join and didn’t, then people 
would think you were a little strange—stand-offish or something. 

SarAH: Well, if you go to State—that’s a pretty big place—I think you’d feel 
a little more like somebody, if you joined a sorority. 

Teacuer: Oh? What do you mean “You'd feel a little more like somebody?” 

SaraH: Well—I don’t know exactly—it’s hard to explain. I guess you’d feel a 
little more important. 

Rutu: I think maybe Sarah means that people would sort of look down on 
you if you didn’t belong— 

TreacHer: What people? 

Rutu: Oh—other students—the important students on the campus—the leaders 
—you know, those who are officers in organizations. 

Teracuer: And maybe sorority girls too—would they look down on you if 
you remained outside a sorority? 

EILEEN: I suppose they might— 

TeacHer: And, if you joined a sorority, would you look down on girls who 
didn’t get in? 

Emeen: Well—I might feel sorry for them. I wouldn’t really look down. 

TrEacHer: Let me ask this question: Do most of you feel that a sorority or 
fraternity is a means by which students try to raise themselves in the eyes 
of their fellow students? 

ANNE: I think so. One means. 

TEACHER: Suppose I changed the wording of the question, and said, “Is join- 
ing a sorority or fraternity a means of raising your social position?” 

Emeen: I don’t like the word social position. That sounds like society again. 

Rocer: If a person raises himself in the eyes of his associates, then doesn’t he 
have a higher social position? 

Tracuer: Eileen, your use of the term society interests me. You mean society 
people, like the Stanton family in the Time magazaine story? 

EILEEN: Well, yes, I guess so. | 

Teacuer: Do you ever read the society page in the newspaper? 
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Engen: Sometimes. Mother always reads it before anything else. 

TracHer: Have you ever read about the affairs of sororities on the society 
page—about their parties and what the girls wear and that sort of thing? 

Emreen: Why, yes. 

Teacuer: Could that be one reason girls join sororities—to get their pictures 
and names in the society pages? 

Rocer: May I say something? You girls say you are opposed to social class, 
social discrimination, and things like that. You think it’s awful if old man 
Stanton gets mad at his son for marrying someone who’s socially below him. 
But sororities do the same thing—I know because I have a cousin who’s in 
one and she now thinks she’s top of the heap— 

Anne: I think maybe we’ve been trapped—you (looks at teacher) deliberately 
maneuvered us into that—some of us anyway. I think what you are trying to 
get across is that a lot of sorority girls are trying to accomplish the same 
thing through their sororities that Mr. Stanton was trying to do when he dis- 
inherited his son. 

Tracuer: I wasn’t trying to trap you. I only wanted you to think about it 
and see for yourselves. 

Eiteen: I guess I will be a different kind of sorority girl—if I ever join one. 

Tracuer: Maybe some of you would want to take back what you said about 
social equality—maybe it isn’t always a good idea. 

Roger: I think practically everybody—especially girls—would be snobs if 
they had half a chance—it’s human nature. 

Emreen: Why does Roger pick on the women? Men are just as bad. 

Rutu: I wonder—maybe we all violate the idea of equality every day. 


In the following example, the teacher tries to expose through ques- 
tioning a contradiction in the editorial policies of a newspaper. Because he 
is using outside materials of an impersonal nature, rather than the stated 
beliefs of students, he can expose the conflict more quickly and directly. 
Less caution is needed, because students are less likely to feel their per- 
sonal beliefs are in public jeopardy. 


Teacuer: Chapter 19 of your textbook—which you are assigned for tomor- 
row—discusses the Department of the Interior, and in connection with that 
the work of the Federal Bureau of Reclamation. I want to start your thinking 
about some of the issues involved by reading two editorials which I clipped 
from the local paper. The first has to do with the generation and sale of elec- 
tricity in federal projects. (Teacher reads from editorial, which begins as 
follows: “The cost of federal irrigation water would be prohibitive in most 
areas if not for income from the sale of government-generated power. The 
power features of Reclamation projects have to date made the projects feasi- 
ble for water users. To argue, as Senator has, that Reclamation should 
sell its power at cost to private utilities, and that in future projects Reclama- 
tion ought to stay out of the power business entirely, is to argue against the 
very future of the West. The Senator’s contention that such projects are 
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socialistic is matched only in absurdity by some of his other arguments. . . . 
Etc.”) 

TracHer: What do you make of this editorial? What is the writer saying? 

Tom: It seems clear enough—he thinks the Reclamation Bureau ought to 
keep on generating power and selling it at a profit. And applying the profits 
on the cost of the project. 

TeacHer: Does the editorial writer think government generation of power is 
an example of socialism? 

Vernon: He says—as I interpret it—that Senator ——— is crazy—or words 
to that effect—for using the term socialism. 

TeacHer: Well, I want to read you an editorial from the same paper—not the 
same issue, but one which came out about a week later. This editorial is about 
a different subject—it seems—the present labor government in Britain. (The 
editorial starts as follows: “It is now the expressed intention of the labor gov- 
ernment to nationalize British steel. Thus, one of Britain’s most important 
manufacturing industries seems destined to go the way of coal, electricity, 
communication and transportation, and all the other industries that have felt 
the socialistic ax. How long will it take the labor government, we wonder, to 
realize the disastrous consequences of government ownership. . . . Etc.’) 

TracHer: Now, what would you say the attitude of the writer is toward the 
nationalization of industry? 

Anne: He obviously doesn’t think much of it in England—he’s very bitter I 
would say— 

Arnotp: I would say he doesn’t think much of it anywhere. 

TeacHer: What, exactly, do you persons understand by the term nationaliza- 
tion? 

Tom: I think it means the government taking over and operating business— 
doesn’t the editorial say socialism and nationalization are the same—that is, 
nationalization leads to socialism? 

Teacuer: All right. Let’s say it means the socializing of industry. Industry is 
socialized when it comes under government ownership. Now, I want you to 
compare these two editorials, to consider them side by side. Do you see any 
inconsistency—anything which doesn’t seem to jibe? 

Vernon: Will you read the first one again—or part of it? (Teacher rereads 
editorial) Well, it seems to me that one editorial attacks government owner- 
ship and the other one praises it. 

Ratpu: But they are talking about government ownership in different fields— 
steel and electric power. 

TracHer: Would you say that when the government goes into the electric 
power business that is socialism? 

Tom: It depends on how the government does it—if it benefits all the people, 
it isn’t socialism. 

Teacuer: Then you would say that Shasta Dam is not an example of social- 
ism? 

Tom: Well, it was built for all of us—it was authorized by a democratically 
elected Congress. 

Vernon: Tom has already said that when the government takes over an in- 
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dustry, that is socialism. I don’t see any difference between government own- 
ership here and any place else. 

TEacHER: You mean it’s all socialism—by definition? 

VERNON: Sure. 

TracHer: Getting back to the editorial—how many of you think that the 
writer—if it was the same man—was contradicting himself when he said one 
time that government electric power in the United States is not socialism, but 
government steel in England is? 

Tom: Maybe there’s a contradiction—but I wouldn’t want to call Shasta Dam 
socialism—then I would have to be against it. (laughter) 

TeacHEer: Do you feel that perhaps some people in this country think that 
government ownership of industry in a foreign nation is socialism, but that 
when it happens here it is merely economic progress? 

Tom: Just what is socialism, anyway? Everyone seems to think it’s so bad, 
but, if Reclamation Projects are socialism—well, I don’t know. I’m all con- 
fused, I guess. 


STEP 3: DEVELOPING AND REFINING HYPOTHESES 


This step is initiated by asking students general questions such as “Do 
you have any ideas which explain this discrepancy?” “Can you think of 
any solutions?” or “What are some possible answers?” 

It is necessary to illustrate two procedures which are associated with 
step 3. One illustration will be of procedures used in moving from judg- 
ments of value which are at issue to judgments of fact capable of serving 
as hypotheses. The other will show how a group may refine judgments of 
fact in an effort to remove ambiguity. If step 2 deals only with judgments 
of fact, then step 3 will normally confine itself to their refinement. That is, 
the initial statements of belief brought under inquiry become the hypoth- 
eses of step 3. Step 3 involves the formulation of new ideas only when the 
judgments treated in step 2 are normative in content and not susceptible 
to the direct test of empirical data. 


TEAcHER: Yesterday we were discussing the pros and cons of drinking. I think 
you were concerned mainly with teen-age drinking. I gathered that a num- 
ber of you were somewhat on the fence—you still hadn’t made up your 
minds one way or another. Just what were some of the issues that came up? 

Mouriet: Spud was arguing—I don’t know if he meant it—that it’s okay for 
anyone who is a senior in high school to do social drinking—with his parents 
maybe—like a glass of wine before dinner, or a cocktail in the evening. 

TreacHer: Was there any opposition to Spud’s opinion? 

Spup: Several people—Marion was one—thought that nobody, young or old 
—anyplace or anytime—should ever drink anything alcoholic. I suppose she 
might except vanilla extract when it’s used in cooking— 

Tracuer: Was the issue, then, between social drinking and total abstinence? I 
thought maybe some of you were concerned with drinking in still a different 
situation— 


230 TECHNICAL PROBLEMS 


Dan: We were talking about the drinking high-school kids do on dates and 
at parties—or at games. I don’t think we got very far into the morals of that. 

TeacHer: Well, then, we have represented in class the opinion that no one 
should take alcoholic beverages in any situation. Let’s get that idea down first. 
(Writes this on blackboard) And didn’t someone also say yesterday that it’s 
okay for adults to drink—persons over 21—but not for teen-agers? 

Muriet: Yes, that point was made. I think it was Anne. 

TEACHER: (Writes statement on board) These two opinions both state that it 
is wrong for teen-agers to drink. Now what were some of the ideas on the 
other side? 

Spup: Put down mine—that social drinking done temperately and with adult 
supervision ought to be accepted. 

Tracuer: (Writes: Supervised social drinking among high-school youth is 
proper.) Is there anyone who approves the idea that unsupervised drinking is 
okay—at parties or on dates? 

Lowe.i: I know some kids who do it—quite a few in fact. They talk older 
people into buying the stuff for them. 

Tracuer: Do you approve it? 

Lowe.it: Well, that’s a hard question. Probably not—but a lot of pressure is 
put on you sometimes. It’s hard not to go along with the crowd. 

Tracuer: Shall I put this down anyway, as a possible position one might take? 
If none of you accept it, there must be some teen-agers who do. (Writes) 
Tracuer: Well, shall we begin with the first of these beliefs—people should 
not drink under any circumstances? What are some reasons for holding this 

belief? Marion, you ought to have first chance. 

Marron: Well, I think drinking is wrong—immoral. 

Teacuer: Is that saying in different words the same thing we have down—or 
at least not going much beyond it? I think we would be interested in some of 
the reasons why a person might think it’s immoral. 

Marion: Well—that’s what my parents have always said. They don’t drink. 

Teacher: Hm-m-m. Maybe you can tell us why your parents hold their opin- 
ion. 

Marion: Well—they talk about it at home. I guess mother would say that 
most broken homes are caused by drink, and when a person starts he can’t 
stop. She has a brother—well, I'd better not talk about that. (laughter) 

Tracuer: Shall I write down these two reasons for not drinking, then? Drink- 
ing leads to broken homes and anyone who drinks at all is likely to become 
an excessive drinker? 

Marion: ‘That about sums it up, I guess. 

Treacuer: Are these statements which we could show to be true or false? 

Muriet: I should think so. Wasn’t there something in the textbook about 
drinking and the divorce rate? 


The following illustration shows the equally important, and even more 
difficult and painstaking, job of refining judgments of fact in the direction 
of usable hypotheses. 
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Teacuer: We have on the board the proposition “The excess profits tax stifles 
business initiative.” Is the meaning of this statement clear enough so that you 
are ready to begin talking about its truth or falsity? 

Anpy: It isn’t clear to me. I know in general how the excess profits tax works 
—we have already talked about that. But that word stifle bothers me. 

James: I should think it might mean stop or shut off. 

Ropert: Then you would have to throw the statement out. Business hasn’t 
been stopped or shut off—that sounds like destroyed—by the excess profits 
tax. 

Exaine: Well, maybe we could define it to mean simply slowed down. 

TracHer: Slowed down in relation to what? 

Evawwe: Well, in relation, say, to what is possible. 

TEAcHER: Then could we define stifle in this case to mean slowed below the 
maximum possible amount of initiative? (Teacher rewrites statement. ) 

Anpy: ‘That is certainly a more cautious statement—it’s a lot clearer. But I 
doubt if it’s true. 

Anpy: Let’s try to get the proposition worded right before deciding whether 
it is true. I don’t know for sure what business initiative means. 

Tracuer: A good point. Does anyone want to try to define it? 

James: Well, it means a willingness to go ahead. 

TeacHer: To go ahead? Is that clear to everyone? 

At: What does he mean by go ahead? It seems to me that taking risks is a 
better term. 

TracHer: Then you would want to say, The excess profits tax reduces will- 
ingness to take risks below what it would be without the tax? 

Exaine: I don’t like the use of the term willingness, but I’m not sure why. 

Tom: I don’t see how you could measure anything like willingness—we are 
trying to get a statement which we can prove one way or another. 

ELaine: How about this—suppose we said, The excess profits tax slows down 
the rate of expansion of business below the maximum possible rate. Willing- 
ness to take risks produces expansion, but expansion is something you can talk 
about more objectively. 

TeacHer: Would you go along with a little simpler statement, say, When an 
excess profits tax is in effect, business expands more slowly than at other 
times? 


STEP 4: TESTING HYPOTHESES 

A teacher’s first move in connection with step 4 usually is to ask, “How 
can we go about deciding whether this idea—or solution—is a good one?” 
or “What kind of information do we need and where can we get it?” 
Questions like these place responsibility on students for determining 
methods of testing. This helps them visualize better the procedure they 
are following, helps them develop a more critical outlook toward use of 
evidence, and helps to train them in the full use of the problem-solving 
method. 

Of course, there may be no means of testing the hypothesis. Or the 
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available evidence may be so complex or so difficult for students to com- 
prehend that testing is impossible. When no tests can be devised, discus- 
sion will end without fulfillment of step 4. In this case, a group may dis- 
cover that the only conclusion it can draw is that no conclusion is pos- 
sible. 


The following illustration shows how one group of students approached 
step 4. 


TracHer: Here is the proposition before us: When an excess profits tax is in 
effect, business expands more slowly than at other times. How are you going 
to test it? What sort of data would you need? 

Haroitp: You could check the rate of expansion of business during the years 
in which the excess profits tax has been in effect and you could compare that 
with rates of expansion before that time. 

James: I don’t think your results would be very dependable. There are too 
many things which might enter in to throw it off—like wars, for example. 

TEAcHER: How could war affect it? 

James: If you have an excess profits tax only during a war, then business 
might be expanding pretty rapidly due to government spending and the pres- 
sure of war necessity. The rate might be higher than in peacetime, but how 
would you know that the rate would not have been still higher without an 
excess profits tax? 

Harotp: I know the approach has its weaknesses—but it might give you some 
clue. 

Georce: There is a lot of literature on both sides—I don’t know just what all 
the arguments are, but probably some of the literature discusses the tax in 
relation to the rate of business expansion—or maybe it talks about incentive. 

Exaine: If the literature does nothing but argue about the effect of the tax 
on incentive—or initiative—that won’t help much. That’s dealing with per- 
sonal motives and not necessarily behavior. 

Georce: Well, I never really got finished. I was going to say that we might 
try to get hold of some pamphlets—publications of, say, the CIO on the one 
hand and the NAM on the other. 

James: Or you could read the Wall Street Journal. 

Georce: The literature could be analyzed for whatever it’s worth. 

RarpH: Somebody told me a long time ago that the surest way to find out 
something is to go and ask someone. If you want to know if this tax slows 
down business, the most direct way—of course, it would take time and people 
—would be to ask a number of business leaders themselves. Ask them, “Do 
you have any plans for expansion that you are holding up because of the 
excess profits tax?” 

Tracer: You could organize a committee here in class—is that it—and they 
could go down town and talk with some businessmen? 

Ratpu: On the local scene: Yes— 


James: If you do, take along a good supply of salt. (laughter) 
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Ratpu: What I first had in mind was to write letters to some national busi- 
ness leaders and— 

Anvy: Yes, and I know exactly what all of them will say. They will say, “Yes, 
it has stifled my business—I’m not expanding because of it.” I'll venture to 
say that very few would tell the truth. 

Rarpo: Well, the excess profits tax—as I understand it—doesn’t affect very 
many corporations at all in the United States. 

Anpy: [still don’t see how that would make your results any more objective. 
They all damn it because they’re opposed in principle—they just assume that 
an excess profits tax is automatically a damper on production. 

TrEacHer: Does anyone else have a suggestion for testing the proposition be- 
fore us? 

Rocer: Have any other countries tried an excess profits tax similar to ours? If 
so, we might be able to get information on how it worked, whether it cur- 
tailed industrial expansion—or whether economists thought it did. 

Harotp: ‘That suggests something else—why not look into some textbooks 
on taxation—something written by an objective tax expert—if there are any. 
Id like to know what an economist would say. 

Tracuer: Any other ideas? (pause) Then how would you like to handle this? 
Which of the things suggested do you want to try, and how should we or- 
ganize ourselves? 


The above illustration is of a situation where the pooled experiences of 
a group are not sufficient to test a hypothesis. In the following example, a 
group pools its present information on a subject and finds that a reason- 
ably adequate conclusion is possible on the basis of it. 


Treacuer: So advertising much of the time is not entirely honest, you feel? 
What kind of support do you have for such an idea? 

Beto: Well, I was at a drive-in last night and there was some advertising on 
the screen before the show—it showed a car that was running on regular 
gas going up a hill and the motor made an awful noise—like a death rattle. 
Then it showed the same car pulling up the grade with ethyl gas in the tank 
and you could hardly hear the motor it was so quiet. 

TracHer: Was that dishonest advertising? 

Betu: My dad is a garageman and he says that, unless you have an extra high- 
compression motor, regular gas is better for your car than ethyl. I don’t 
know why—I don’t know anything about cars—but I think he said the motor 
stays cleaner with regular. 

Rop: What about power? I'll bet you get more power with ethyl— 

Betu: I don’t think so—I’ve heard dad mention that too. 

TeacHER: Just what did the advertising claim—did it claim that ethyl kept 
your motor cleaner—or had more power? 

BetH: Come to think of it, it didn’t say so directly. But it sure implied that. 

TracHer: Does anyone have any more examples of what you think is dis- 
honest advertising? 
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Maynarp: I read an article in a magazine that said chlorophyll has no med- 
ical value—it doesn’t stop bad breath, it doesn’t keep your teeth from rotting 
out, or anything else that the ads say. People have been eating chlorophyll for 
millions of years—everytime they eat green plants. 

Marge: I saw a funny cartoon about that—a farmer was planning to give his 
cows chlorophyll to keep their breath sweet—and here they were standing 
knee deep in grass. 

TracHer: Is the manufactured chlorophyll—the kind which comes in med- 
icines and cosmetics—the same chemically as when it occurs in nature? What 
I’m getting at is that maybe the two forms don’t have the same effect on you. 

Maynarp: I suppose that could be true—but the article I read didn’t say any- 
thing about it. 

Rupert: What magazine was that in—was it a probusiness magazine or an 
antibusiness magazine? 

Maynarp: Well—I don’t remember for sure where I saw it—I think it was 
Reader’s Digest. 

Tracuer: Martha, you had your hand up a moment ago. 

Martua: I think one of the best examples of misleading advertising is in the 
cigarette ads. They advertise that a particular brand won’t irritate your throat 
or make you cough. But doctors say that there is no way to keep any tobacco 
from having an irritating effect. 


STEP 5: DRAWING CONCLUSIONS 


Some pitfalls in the use of evidence may be avoided if a teacher is famil- 
iar with rules of evidence and criteria of a good conclusion as described in 
Chapter 5. Although it is assumed here that permissiveness is to be ob- 
served in the sense that students are allowed full intellectual independence 
in examining evidence and drawing conclusions, it is also assumed that a 
teacher should ask questions and make recommendations intended to 
prevent superficiality of thought. A teacher is obligated to prevent 
students from overlooking important evidence or neglecting established 
rules of evidence in drawing conclusions. Groups of younger children 
and groups inexperienced in problem-solving methods require more help 
and criticism than those accustomed to the discussion methods described 
here. 

A conclusion of an act of thought may be only a restatement of an idea 
brought before the group at the start, what was presented at the start as 
established knowledge remains established knowledge. It is now seen in a 
different light—better grounded and more fully understood—and has 
therefore shifted in status from a preconception to a conception (but will 
function as a preconception in the next act of thought in which it is in- 
volved). In other instances, a conclusion modifies an original statement or 
preconception, often in the direction of greater precision and clarity of 
statement or in the addition of qualifications. In still other cases, a con- 
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clusion will affirm an entirely new idea—perhaps something quite contra- 
dictory to the original belief. 

In the following illustration, a class achieved consensus on one point 
but remained in disagreement on others: 


Tracuer: I wonder if it would be possible for us to draw any conclusions at 
this point—sum up your thinking if it has jelled at all. 

Roger: It seems to me that we have been moving steadily toward agreement 
on one point—and that is, that there should be a general lowering of tariffs, 
in order to stimulate imports and build up dollar balances abroad. 

Rogsert: No one has maintained that the United States should continue its 
gifts in dollars and goods to foreign nations indefinitely, and yet I think it 
is generally felt that the only way this can be avoided is to help these nations 
pay their own way. They can do that only by increasing their exports to 
this country. 

Tracer: Is it the consensus, then, there should be a general lowering of 
tariffs? (Nods indicate agreement. Teacher writes this on the board) All 
right. Is there any general agreement as to how much they should be lowered 
—is it a general abolition of the protective principle itself that we want? 

James: Absolutley not. I maintain—and I think there are two or three who 
agree—that tariffs should remain protective on most products. We might ex- 
cept a few—those that are not particularly important to us but mean a lot 
to the economies of certain other countries—like lace making, garlic, or hand- 
made rugs. 

Tracuer: Okay—we still have our protectionist group. (Writes this conclu- 
sion on the board) Any freetraders? 

Anpy: I don’t think anyone has argued for free trade, although I was pushing 
in that direction at the beginning of our discussion. I think that now I would 
favor a tariff for revenue only on most items, but would approve tariffs on 
the products of essential war industries—like synthetic rubber—if the indus- 
try can’t compete in foreign markets without tariffs. 

TeacHEr: Have any other positions emerged from the discussion? 


Note that two of the conclusions were carefully qualified. As a result 
of discussion, students who had advocated without qualification the pro- 
tective principle had become willing to accept less protection than at 
present and to exclude one category of items entirely. Freetraders had 
modified their original stand to permit protective tariffs on essential war 
industries and to allow for low and income-producing duties generally. 
Note also that conclusions are in the form of value judgments or policy 
statements. No proof was adduced for the belief that tariffs should be 
lowered, but the discussion did apparently help students see that, in order 
to achieve one of their values (a preference for Europe’s paying its own 
way), it would be necessary to lower tariffs. 

The following illustration shows even more clearly how conclusions in 
the form of value judgments may be formed, and how a teacher through 
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questioning may help students see just what they are doing as they move 
from value judgments to judgments of fact and back again. 


Marion: ‘The conclusion that I’ve reached as a result of our discussion is that 
our present treatment of criminals is all wrong. 

TeacHer: Oh, why did you reach this conclusion? 

Marion: Because of the figures we had showing how many minor and one- 
time offenders who serve prison terms become big-time criminals after they 
are released. They are taught to commit the big offenses—and how to go 
about it—by the criminals they come in contact with in prison. 

TreacHer: Then the reason you feel our present method of dealing with crim- 
inals is bad is because you think it makes more criminals—multiplies the 
problem? 

Marion: ‘That’s right. 

Teacuer: There is an assumption there—what it is you are assuming? 

Marion: Oh—well—I don’t know— 

Joun: Isn’t she assuming that it’s bad to make more criminals? 

Marion: Yes, of course—I thought that was obvious. 

Teacuer: Perhaps, but I want to make sure you know exactly what you are 
doing. You want minor criminals to be reformed rather than turned into 
big-time crooks and habitual offenders—and you see prison reform as one 
means to this end. Could you prove that your chief aim here is good—are 
there any facts, I mean, which would prove it? 

Marion: ‘That we ought to try to reduce crime? Well, I guess that’s only an 
opinion—but is there anyone who questions it? 

Harry: ‘There are a lot of people who make a living out of crime—the bigger 
and oftener the crime, the better—so far as they are concerned. I’ll bet they 
wouldn’t agree with you. 

Marion: Are you people trying to get me to say I favor more crime? 

TracHerR: No—lI only wanted to show that our desire to reduce crime is one 
of our values—although certainly a very widely held one. You can’t prove it 
true or false the way you can a statement about conditions in a prison or the 
effect of prison life on a man’s behavior. That doesn’t mean it isn’t a good 
value, of course. 


DISCUSSION QUESTIONS AND EXERCISES 


1. Studies which have been made of class time spent in different activities sug- 
gest that in the social studies relatively little time is given to problem-solving 
discussion. Some reasons commonly given by teachers for not engaging in 
discussion more often include: 

a. Discussion is an inefficient means of learning. 

b. Discussions tend to fail because students lack the necessary informational 
background. 

c. It is difficult to prevent discussions from becoming disorganized and head- 
ing off at tangents. 
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d. It is difficult to contro] students during discussion. 
Evaluate each of these arguments. 

2. Recalling discussions in which you have been a participant, what would you 
say were their chief inadequacies? How would you rate them from the 
standpoint of learning effectiveness? What rules or cautions would you sug- 
gest in order to eliminate the chief weaknesses which you have observed? 

3. Select a topic which you judge to be suitable for problem-solving discussion 
in a senior high school and develop a plan for leading a discussion on this 
topic. Make your plan as concrete as possible, including key questions which 
you would ask and anticipated responses of students. 
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CHAPTER IT 


Evaluating the Results of Reflectively 
Oriented Teaching 


Ww: HAVE proposed that the foremost purpose of social studies 
should be to promote reflective analysis of problematic areas 
of American culture. This purpose has been defended by indicating the 
chief consequences of achievement. The role of evaluation is to measure 
the extent to which consequences predicted from a theory of teaching 
actually follow. If evaluation is to be successful, it is necessary to define 
these anticipated consequences concretely. 

Although they represent two sides of the same coin, we may say that 
consequences of any approach to teaching fall into two broad categories: 
(1) social consequences and (2) individual consequences. Social con- 
sequences refer to what happens to a social group as a result of its 
educational practices and are reflected in the functioning of institutions 
of government, economics, and social life. If our schools were to achieve 
greater success in promoting reflective study of areas of irrational belief 
and behavior, we may infer that eventually this would be reflected in 
social phenomena such as more general acceptance of the democratic core 
values of the culture, greater social cohesion and stability, enhanced 
ability of society to solve its problems, and closer correspondence be- 
tween the professed ideals and behavior of society. Social consequences of 
an approach to teaching are hard to measure reliably. It is always difficult 
to determine the role of formal education in producing a given social 
condition—for example, if Americans should vote a Fascist or Communist 
into the presidency, what part of this behavior could be attributed to the 
kind of teaching which they have experienced? In any case, the attempt 
to evaluate the success or failure of education in terms of social conse- 
quences is a long-range procedure. Today’s teaching may not begin to 
show observable social effects for half a century. 

Because of such difficulties, evaluation of teaching must, for the most 
part, confine itself to more-or-less immediate consequences as reflected in 
the thinking and behavior of individual students. But if this kind of evalu- 
ation is to show results, anticipated outcomes must be defined with great 
care. We assume that consequences such as the following may be ex- 
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pected from teaching which emphasizes the reflective analysis of social 
issues and personal beliefs: 


1. Learning of meaningful generalizations (concepts, ideas, theory) in re- 
lation to critical areas of controversy; and learning of relevant facts as 
data—i.e., in their evidential relationships to ideas. 

2. Achieving generalizations and supporting data which tend (a) to be 
internally consistent and (b) to reflect all available and obtainable evi- 
dence, both experiential and experimental. 

3. Acquiring an understanding of the nature and implications of reflec- 
tive methodology, and forming the habit of a reflective approach when 
faced with a problem. 


For a social-studies teacher pursuing a reflective approach to teaching, 
evaluation takes the form of trying to determine how well students are 
achieving beliefs and behaviors in line with predicted consequences such 
as those given above. Such a teacher will try to determine the degree to 
which students are conceptualizing (in contrast to memorizing isolated 
facts), achieving more consistent and better-grounded beliefs, and learn- 
ing habitually to tackle problems reflectively. 

Evaluation also tries to expose reasons for achievement or lack of 
achievement of goals. This is its diagnostic function. Evaluation therefore 
employs two basic types of tests, achievement and diagnostic. However, 
many tests perform both functions with considerable adequacy. In the 
present chapter, we shall be concerned with techniques which have been 
developed for measuring achievement in situations dominated by reflec- 
tive teaching; in general, the same techniques can serve valuable diag- 
nostic functions. 

Unfortunately, techniques of evaluation so far devised for the purposes 
we have in mind are not entirely adequate. Although we have tests 
designed to measure consistency in attitudes, and ability to use reflective 
processes, their accuracy is open to doubt. Some tests make different 
assumptions from those we have made. Many tests designed for use in 
social-studies classes bear but lightly on critical social issues as exemplified 
in the closed areas of culture. 


The Measurement of Understanding 


In Chapter 4, we dealt generally with the nature of concepts. From that 
discussion it should be apparent that a student who is able to say that “an 
income tax accords with the principle of ability-to-pay” does not neces- 
sarily understand an income tax. If we want to know whether he has 
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achieved worthwhile conceptualization, we shall have to ascertain more 
about his thought processes than merely whether he can state a textbook 
definition. This does not mean that recall is never involved in the mea- 
surement of conceptual learning; but recall alone is not evidence of con- 
ceptualization. We do have evidence of conceptualization when a stu- 
dent demonstrates ability to use something he has learned in a novel 
situation: when he generalizes from data, when he makes inferences, and 
when he applies principles fruitfully in new confronting situations. These 
same operations may also be taken as evidence of the presence of think- 
ing. In other words, thinking rather than mere recall during a testing 
situation is the kind of behavior most likely to be taken as evidence of 
conceptual learning. 

We shall discuss later various tests for measuring thinking processes of 
students. These instruments are intended to measure a certain kind of 
concept—that is, the extent to which a student has conceptualized the 
thinking process. 

In the present section, we want to find out how a teacher may measure 
the learning of many other concepts. An instrument which measures a 
student’s understanding of events in American history requires a student 
to think. But it does not measure only how well he thinks. It measures, 
too, the conceptual results of his thinking. It tells us how well he had 
thought about the significance of certain events in American history. 

As indicated above, techniques for measuring the amount and quality 
of conceptualization achieved in particular subject areas remain primitive 
when compared with techniques used to measure mere recall of arbitrary 
associations. Much of the progress which has been made consists of refin- 
ing objective or short-answer types of examination so that they will have 
fewer clues which enable a student to guess or merely to recall a correct 
answer. Less progress has been made in devising new instruments. We 
shall first survey some of the refinements made in standard testing items 
such as true-false, multiple-choice, and matching questions. 


IMPROVEMENTS OF TRUE-FALSE EXAMINATIONS 


Various studies have shown that true-false examinations have contained 
specific determiners which provide a test-wise student with a basis for 
guessing the correct answers. Hawkes, Lindquist, and Mann have sum- 
marized these studies as follows: “Four out of five statements containing 
‘all’ were false. Four out of five statements containing ‘none’ were true. 
Nine out of ten statements containing ‘only’ were false. Three out of four 
statements containing ‘generally’ were true. Four out of five ‘enumera- 
tion’ statements were true. Two out of three ‘reason’ or ‘because’ state- 
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ments were false. Three out of four statements containing ‘always’ were 
false. The longer the statement, the more likely it is to be true.” 4 

These results were based on studies of examinations actually con- 
structed and used by teachers. The point is not that teachers should avoid 
statements including the use of “all” and other terms indicated above but 
rather that, in a given examination, at least half the statements using a par- 
ticular “cue term” should be false and half should be true. This kind of 
reform would not guarantee the measurement of understanding but it 
would reduce the chances that a student could guess the correct answer. 

In addition to this reform a teacher would have to test for interpretive 
and inferential, as well as purely descriptive, facts. True-false items may 
indicate various degrees of understanding, including understanding of de- 
scriptive facts, interpretive facts, and inferential facts. The following 
three items represent these three levels of understanding: 


T F The United States makes use of protective tariffs. (descriptive) (true) 


T F A rise in the cost of living reduces the gold backing of a dollar. (interpre- 
tive) (false) 


T F During World War II the inflationary spiral was characterized by a se- 
ries of wage increases. Each wage increase was followed by a price in- 
crease. It has been argued that labor unions were largely responsible for 
wartime inflation. Is it true or false that this argument assumes that there 
would have been very little inflation had the government frozen wages? 
(inferential) (true) 


The validity of a true-false item is reduced when it is subject to two 
conflicting interpretations, the more obvious one being keyed as correct. 
Inferior students are more likely to respond to the obvious meaning of 
such an item, and mark it accordingly, whereas students with greater 
depth of understanding may respond to the hidden meaning. As a result, a 
student who has thought carefully about the subject may get a lower 
score on a true-false examination than a mediocre student. If it is depth of 
understanding which we are trying to measure, then tests of this sort 
violate the purpose of evaluation. To a large degree, careful phrasing of 
items will eliminate this problem.? 

Another common error in the construction of true-false items is the 
practice of burying a minor false item in a statement the major elements 
of which are correct. The following, taken from Hawkes, Lindquist, and 
Mann, are examples of good and poor items: 


* Herbert E. Hawkes, E. F. Lindquist, and C.R. Mann, The Construction and Use 
of Achievement Examinations, Houghton Mifflin, 1936, p. 72. 
* Tbid., p. 55. 
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Bad TF 1. The Sherman Anti-Trust Act, passed in 1870, declared com- 
binations in restraint of trade illegal. 


Better T F 2. The Sherman Anti-Trust Act, which declared combinations in 
restraint of trade illegal, was passed in 1870.8 


Experience with items of this kind indicates that students, whether 
they are inferior or superior in depth of understanding, tend to mark the 
first example true since the major elements are true. This first example is a 
“catch” question; such questions, contrary to opinion, are unlikely to 
measure understanding. One does not measure depth of insight by delib- 
erately distracting a student’s attention from the crucial elements in an 
examination question. As Hawkes, Lindquist, and Mann have explained: 
“They [statements of this kind] tend to trip up the student whose know!l- 
edge is sound but who naturally ignores what should logically be minor 
or unimportant elements in the statement and who interprets a statement 
in the straightforward fashion characteristic of ordinary reading. State- 
ments of this kind tend to test for the student’s mental alertness or ‘test- 
wiseness’ rather than for his knowledge or understanding of the subject 
matter involved.” # 

The same kind of reasoning applies to the construction of true-false 
items which contain a “reason” or a “‘because” element. The false ele- 
ment, if there is one, should be in the “reason.” The following is an 
example of good and bad practice: 


Bad T F 1. Grant’s administration was marked by very little political scan- 
dal, because his own honesty was an incentive to those holding 
political offices. 


Better T F 2. Grant’s administration was marked by serious political scandal 
because . . . (either correct or incorrect reason may be pro- 
vided).5 


The second item is better than the first because the false element, if 
there is one, is left until the last. If the first part of such an item were 
false, and the last part true, some students—and not necessarily those with 
the least knowledge or understanding—would be “caught” by the item. 

Even the most careful construction of true-false items leaves much to 
be desired. Test makers have steadily lost confidence in the technique 
because of the difficulty of eliminating ambiguity and reducing guessing. 
Hawkes, Lindquist, and Mann are of the opinion that much of the ambi- 
guity of true-false items is inherent in the technique. It also seems prob- 


* Ibid., p. 156. 
pel DId. Disa. 
® [bid., p. 156. 
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able that frequent use of this technique encourages students to do “either- 
or” thinking. 

Despite the inadequacies of the true-false technique, Hawkes, Lind- 
quist, and Mann suggest two circumstances in which true-false items may 
be justified: 


The true-false test appears to be particularly well adapted to those situations 
in which one wishes to test for the persistence of popular misconceptions or 
superstitious beliefs, where the suggestion of a correct response will make a 
multiple-choice item too obvious. It is also well adapted to the situation in 
which it is impossible or extremely difficult to find enough plausible alternate 
responses to make a multiple-choice item, or in which there are only two pos- 
sible responses, as in the following item: “In a lead-zinc cell, the lead plate is 
positively charged.” Here there are obviously only two possible forms of the 
statement—“is positively charged” and .. . “is negatively charged”—and the 
construction of a multiple-choice item would be impossible.® 


IMPROVEMENT OF MULTIPLE-CHOICE ITEMS 


The multiple-choice technique has grown in popularity and there is no 
doubt that it is generally superior to the true-false scheme when one’s pur- 
pose is the testing of certain kinds of understanding. It is, however, sub- 
ject to misuse, and there is nothing in the technique itself which guaran- 
tees measurement of understanding. If it is used largely for the asking of 
who, what, when, and where questions, it is no better than the true-false 
technique. On the other hand, it may ask how, why, with what conse- 
quences, or of what significance questions, which require students to 
interpret events, institutions, and personalities. True-false items are gen- 
erally ill adapted to asking the latter type of question. 

Hawkes, Lindquist and Mann feel that multiple-choice items are better 
than any other short-answer form for the measuring of inferential reason- 
ing, reasoned understanding, and judgment or discrimination. However, 
unusual care is required in their construction. 

An example of the direct-question multiple-choice item is the follow- 
ing: 

Which of the following U.S. industries is characterized by relatively free price 
competition? 
Pits cam I. steel 
wae 2. petroleum 
ee 3. nonsupported agriculture 
sation 4. farm machinery manufacturing 


An example of the incomplete-sentence form is as follows: 


Labor in the U.S. is generally more productive than labor in foreign countries 
because 
* Ibid., p. 154. 
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ae ae 1. American workmen have higher IQs than foreign workmen. 
eer 2. American factories use more capital per worker. 

ae 3. American laborers work more strenuously than foreign laborers. 
} agecteun 4. Americans are more inventive and ingenious than foreigners. 


The direct-question form is generally thought superior to the incom- 
plete-sentence form because it is less likely to be ambiguous and to con- 
tain clues which give away the answers. (The foregoing example, how- 
ever, is of a type which could just as well be handled through true-false 
items.) If the incomplete-sentence form uses an initial statement which is 
the equivalent of a direct question, then these weaknesses may be elim- 
inated. To be avoided is the type of incomplete-sentence item which 1s 
essentially a collection of true-false items, each beginning with the same 
phrase, as in the following example taken from Hawkes, Lindquist, and 
Mann: 


The Declaration of Independence (1) was drafted by Thomas Jefferson, (2) 
was signed in 1778, (3) contained an indictment of the English king, (4) 
was signed by all the members of the First Continental Congress.? 


As with other types of short-answer questions, multiple-choice items 
must be phrased so they will not contain irrelevant clues to the correct 
response. For example, it is advisable to avoid the use of textbook lan- 
guage or pat questions and answers; unfamiliar phrasing is more likely to 
insure that questions will be answered in terms of underlying meanings 
rather than simple recall. If stereotyped phrasing is used, it should be used 
in the incorrect responses. Such practice can mislead rote learners and 
reveal their lack of understanding. Another type of clue is the tendency 
of teachers to make the correct response consistently longer or shorter 
than incorrect responses. When this is done regularly, students soon 
-Carcions 

Inclusion in the correct response of the same word, words, or phrases 
as are contained in the question or introductory statement forms another 
irrelevant clue. Because of its phraseology, a student with no under- 
standing of government regulatory agencies should be able to answer the 
following item. 


Railroad companies and other companies carrying on interstate commerce are 
now regulated by a commission appointed by the President of the United 
States. This commission is called 


son et the Civil Service Commission 
ih ean the National Chamber of Commerce 
heres ce. the Interstate Commerce Commission 8 
* [bid., p. 140. 
121d 510.270. 
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Of similar nature is the error of making one or all incorrect responses 
grammatically inconsistent with the introductory question or statement. 
For example, the verb of an introductory statement might call for a plural 
noun in any correct choice but the test maker might inadvertently use 
singular nouns in some of the wrong choices. 

One further irrelevant clue is the tendency habitually to place the 
correct choice in a particular position with reference to other choices. 
For example, a test maker is likely to think of the correct choice first, and 
unless he guards against it, he may place a predominant number of correct 
choices at the beginning of the group of choices. Students soon sense any 
uniformity in placement of correct answers. 

An important rule for the construction of any multiple-choice item is 
that all choices be made to sound plausible. Any choice which is obvi- 
ously incorrect is eliminated on sight by students taking the test, and 
therefore should not be included in the first place. The following item 
illustrates this error: 


According to most labor economists, what is the central aim of organized labor 
in the United States today? 


AT ae 1. to achieve basic social reforms, such as elimination of slums 
Re 2. to improve wages and conditions of employment 

eyes 3. to elect government officials who are sympathetic to labor 
ee ae 4. to destroy the American economic system 


To any normally bright student the last choice will appear so farfetched 
that his thought will immediately focus on the first three. In effect, the 
foregoing item is a three-choice one. Occasionally a multiple-choice item 
is so constructed that all but the correct choice seems implausible. Such an 
item measures nothing except the ability of a student to read. A teacher 
must be careful, however, not to make wrong choices so plausible that an 
item is negatively discriminating, in which case it will be checked incor- 
rectly more often by good than by poor students. 

An item may discriminate negatively for several reasons. In the follow- 
ing example, students who selected choice number 1 were on the average 
superior in achievement to students who selected choice number 4, the 
correct answer. 


What was one of the immediate results of the War of 1812? 


(1) the introduction of a period of intense sectionalism 
(2) the destruction of the United States Bank 

(3) the defeat of the Jeffersonian Party 

(4) the final collapse of the Federalist Party 9 


Hawkes, Lindquist, and Mann explain this response as follows: 
® Ibid., p. 59. 
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. .. The pupils selecting the first and incorrect response apparently did so 
because of positive but insufficient learning. They knew that a period of intense 
sectionalism did set in before the middle of the century, and therefore chose 
the first response. Apparently, they did not know, or failed to recall, that a short 
period of intense nationalism was an immediate result of the Second War with 
Great Britain, and that this war, therefore, could not be considered as “intro- 
ducing” an era of sectional strife. Other pupils, with less knowledge in general, 
were able to select the correct response since they were not attracted to the 
first response by a certain knowledge that intense sectionalism did develop in 
the nineteenth century. . . .1° 


Negative discrimination may sometimes result from misinformation on 
the part of a test maker. The following item illustrates this effect: 


In the second half of the fifteenth century the Portuguese were searching for 
an all-water route to India because: 


(1) They wished to rediscover the route traveled by Marco Polo. 

(2) The Turks had closed the old routes. 

(3) The Spanish had proved that it was possible to reach the east by sailing 
westward. 

(4) An all-water route would make possible greater profits. 


A superior student might reject the answer keyed as correct (number 
2) because of acquaintance with recent historical research, which regards 
the second response as insufficient explanation of Portuguese attempts to 
round Africa. 

A similar result may be obtained when an item deals with a contro- 
versial subject for which the authoritative answer is at variance with 
popular opinion. The following item discriminated negatively because its 
keyed answer (number 3) conflicts with the popularly held belief—also 
expressed in some textbooks—that altruistic motives were primarily re- 
sponsible for our entry into World War I: 


America’s entry into the World War was largely caused by the 
(1) fear that the defeat of the Allies would lead to the overthrow of re- 
publican government in France. 
(2) violation of Belgian neutrality. 
(3) fear of losses by the moneyed interests if the Allies were defeated. 
(4) declaration of war by Italy.!? 


The foregoing examples illustrate the fact that a multiple-choice item 
may fail to measure what it is intended to measure. The fundamental 
* Ibid., p. 60. 


eel DIC. Dist 
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problem is stated by Hawkes, Lindquist, and Mann: “In a general 
achievement test intended for a given group . . . an item testing for a 
high level of understanding will function effectively only if there is in the 
group a significant proportion of students who have actually attained that 
high level. If the group tested does not include a reasonable number of 
such students, the item not only will fail to discriminate as it should but 
may discriminate in the wrong direction.” 18 

The kind of invalidity discussed above will be reduced to the extent 
that a teacher makes successful use of the reflective method. Such a 
teacher need not construct items pitched at a low level of understanding. 
He can test for a level of conceptual learning which the commercial 
publisher of standardized tests cannot, for the latter must take into 


account the generally low level of understanding which is characteristic 
of his mass market. 


THE IMPROVEMENT OF MATCHING ITEMS 


A matching item is fundamentally a variation of a multiple-choice item, 
just as the latter is a variation of a true-false item. Matching items are not 
as well adapted to the testing of understanding as are multiple-choice 
items. The chief use of matching items is testing for descriptive infor- 
mation. However, some measuring of understanding may be achieved 
when one column consists of principles or laws, and the second column 
consists of situations which can be explained when they are matched with 
the appropriate principle or law. 

A matching item is more susceptible to technical imperfections than 1s 
even a multiple-choice item. One of the most common sources of difh- 
culty is the use of incomplete sentences, which makes it possible for a 
student to respond correctly by looking for grammatical consistency. ‘The 
following example illustrates this bad practice: 


418: We ts 1. Most normally green-plants 
lose their color when 
aay 2. The common characteristic 


through their stomata 


a. 
b. contracts into a rounded mass 


of flowering plants is c. grown in the dark 

EPA 3. Almost all plants which 
farnicoal d. are now extinct 

sete 4. When an expanded amoeba e, the formation of a reproductive 
is strongly stimulated it body 14 


Another kind of clue is offered when a matching item lacks homoge- 
neity. When an item possesses heterogeneity, alternate responses lack the 
plausibility they should have in order for the item to be valid. Since a 


i lbid., p. 61. 
™ [bid., p. 69. 
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matching item is really a multiple-choice item which employs the same 
responses several times, the ideal exercise is one in which each particle in 
one of the columns is a plausible answer for all particles in the other col- 
umn. The following are examples of wrong and right practice respec- 
tively: 


ree The law that forbade slavery north of _ 1. Mason and Dixon line 
the Ohio 

ie Na A boundary between two colonies, that 
later became famous as the division be- 3. 
tween slave and free states 

OT ee The fleet whose defeat in 1588 gave * 


England control of the Atlantic 5 


2. Dred Scott Decision 
Spanish Armada 
Ordinance of 1787 


. Missouri Compromise 15 


aoe. A boundary between two colonies, that 1. Mason and Dixon line 


later became famous as the division be- 


eereees 


tween free and slave states 
Marked the northern boundary of slave 
territory in the area immediately west 


. Missouri River 


. Ohio River 


° 


of the Alleghenies me aed 
Ae Was intended to be the boundary be- 5, 36° 30/16 

tween free and slave territory in the 

Louisiana Purchase 


The second item will have more discriminating power than the first 
because students will be unable to guess the correct responses so easily. 
Both items have the advantage of listing more particles in one column 
than in the other, which reduces the chances that students will reach a 
correct answer by elimination. 


ESSAY EXAMINATIONS 


Some educators believe that essay examinations are superior to any 
short-answer technique for the testing of understanding. They deplore 
the tendency of teachers to use short-answer examinations virtually to the 
exclusion of oral or written examinations which require students to or- 
ganize and express ideas. Opposition to declining use of essay examin- 
ations is probably greatest among college and university faculties. High- 
school teachers by contrast have made what seems to them a necessary 
compromise with the exigencies of student overload. A high-school 
teacher who teaches five classes a day, each with thirty or more students, 
feels he does not have time to read carefully answers to essay examina- 
tions. 


oP ay FG pe 
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This compromise does not appear as a solution when one remembers 
that the time saved in grading short-answer examinations would be more 
than canceled if the teacher were to exercise proper care in their con- 
struction. It takes hours of reflection to build a good short-answer test, 
and further hours of labor to keep it up to date. If teachers are to justify 
the displacement of the essay examination, they will need a more con- 
vincing argument than the claim that they are too busy to read essay 
examinations. 

Any proper assessment of essay examinations must take into account 
the different kinds of questions which may be asked on them. Some 
common kinds of questions could be asked just as well on a short-answer 
examination. It would be better to ask such questions via a short-answer 
examination and thus make possible the asking of more questions and con- 
sequently the covering of a larger sample of understandings or facts. A 
question such as “Describe the chief features of the Treaty of Versailles” 
calls for a highly factual response which could be covered more effec- 
tively in a short-answer test. It is important to remember that one of the 
criticisms of essay examinations has been the unreliability of scoring. If a 
factual outcome in learning can be covered in a short-answer test, which 
is reliably and objectively scored, a teacher gains nothing by asking the 
same question on an essay examination, which is more difficult to score 
objectively. 

Sims has made a study of the kinds of questions asked on essay examina- 
tions, and most of them do not require a thoughtful handling of materials 
in answering.17 He found three types of essay questions: (1) simple- 
recall, (2) short-answer, and (3) discussion. Obviously, the first two do 
not require a student to manipulate ideas creatively. They ask him who, 
what, where, or when questions, or they ask him to list, state, name, or 
find. The descriptive material covered in such items could be covered 
more objectively and more fully in a short-answer examination. Ques- 
tions which ask students to discuss, explain, describe, compare, or outline 
are more likely to reveal the extent and quality of conceptualization, but 
even this would depend on how a teacher and his students interpreted the 
questions. For example, for some persons the term explain can have a 
meaning which amounts to recall rather than reflection. When asked to 
explain an event some students will simply list three causes from the text- 
book. Others will carry on a discussion comparable to a scientist’s attempt 
to explain in laboratory terms. It is undoubtedly more difficult to con- 
trol a student’s mode of response in an essay than in a short-answer 
examination. 


Verner Martin Sims, “Essay Examination Questions Classified on the Basis of 
Objectivity,” School and Society, January 16, 1932, pp. 100-102. 
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Apparently the worth of an essay examination depends very much on 
what kinds of questions are asked and how a student interprets them. Also 
important is the manner in which students are accustomed to approach 
examinations. Although an essay question may be designed to evoke a 
reflective response, few students may respond in this way because of 
contrary habits. If one is accustomed to parroting a textbook, or to dis- 
plays of empty rhetoric, an essay question may reveal little more about 
his depth of understanding than will a short-answer question. Also, 
students who are unable to express themselves on paper may fail to reveal 
the actual conceptualization which they have achieved. Limitations of 
time may handicap slow writers and prevent their answers from reflect- 
ing fully the quality of their thought. 

A recommended reform has been the “open book” examination, which 
may even be taken outside the classroom and at a more leisurely pace. It is 
possible to ask questions which cannot be answered straight from a book 
but only after a student has reflected upon ideas in a book. An even more 
promising procedure may be the assignment of a short research paper. 
This paper can be written as leisurely and reflectively as an “open book” 
examination. Either short research papers or “open book” examinations 
are probably preferable to traditional essay examinations. 

If one views the short research paper as a superior form of essay exam- 
ination, there is no issue between short-answer and essay examinations. 
Both can be used for reflective and conceptual ends if the intent and skill 
of a teacher permit. The only advantage that a short-answer examination 
would have would be in the objectivity of its scoring and the greater 
scope of its coverage. Useful techniques have been developed for objecti- 
fying the scoring of essay examinations,'® and some of these could just as 
well be applied to the grading of a short research paper. What a short- 
answer examination contributes in scope of coverage a short research 
paper can contribute in depth of treatment. These techniques can be used 
effectively in combination for measurement of conceptual understand- 


ing. 
The Measurement of Attitudes 


For practical purposes of measurement there is no difference between an 
attitude and a value. We may define an attitude as a persistent feeling tone 
with reference to some object or process in the environment, and value 
as an attitude which has been intellectualized or clarified as a result of 
reflective scrutiny. When a person thinks about an attitude, so that he is 

** See Verner Martin Sims, “The Objectivity, Reliability, and Validity of an Essay 


Examination Graded by Rating,” Journal of Educational Research, October, 1931, pp. 
216-223. Also see Hawkes, Lindquist, and Mann, op. cit., pp. 207-209. 
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fully aware of it and of its implications, we say that he has acquired a 
value. However, a statement of preference (value judgment) may reflect 
either an attitude or a value. 

We assume that it is possible to discover attitudes (or values) of a stu- 
dent by requiring him to respond to a series of preference statements (Le., 
value judgments). For example, suppose a student is confronted with the 
statement “The United States made a big mistake when it joined the 
United Nations” and says he agrees. Assuming he understands the thought 
expressed in the statement, and that his answer is sincere, we may infer 
that he has a negative attitude toward membership in the United Nations. 

To date, measurement of attitudes has commonly taken the form of 
asking students to respond to series of statements of the general type 
indicated above. Although several weaknesses of this procedure have been 
identified, probably the greatest obstacle to overcome is lack of sincerity 
on the part of students. Because teaching is so often authoritarian (even 
when teachers do not intend it to be), students come to feel it expedient 
to respond to attitude tests in what they see as “respectable” ways. When 
confronted with a value judgment, they are likely first to decide what 
response would be most pleasing to the teacher or other adults who might 
learn of the test results. Attitudes thus remain concealed. 

To acquaint readers more fully with what has been done in the field of 
attitude testing, and to indicate more specifically what some of the prob- 
lems are, we shall review some of the attitude scales which have been 
developed in the United States. 


SCALE OF BELIEFS 4.21 AND 4.31 


This instrument was developed by the Evaluation Staff of the Eight 
Year Study. It is intended to gather evidence on the liberalism, conserva- 
tism, uncertainty, and consistency of student attitudes in areas such as 
democracy, economic relations, labor and unemployment, race-nation- 
alism, and militarism. There are a number of items for each area on each of 
the two forms, 4.21 and 4.31. The six areas mentioned above were consid- 
ered among the most controversial at the time the test was developed. 
No doubt a similar instrument constructed now would include areas 
not covered in the original scale. 

In this test a liberal point of view is revealed when students subscribe to 
statements which endorse “freedom of speech, democratic processes in 
government, responsibility of the government for promoting the welfare 
of all groups in society with respect to health, security for old age, and 
the protection of consumers; and reinterpretation of the Constitution and 
other basic laws in keeping with present-day social and economic de- 
mands.” 19 A conservative cluster of attitudes is revealed when students 


” For a fuller treatment of this problem as well as for a more complete discussion 
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“approve restrictions on freedom of speech,” 7° and when they say it is 
all right “to limit the responsibilities of government for social welfare, 
and to favor a strict interpretation of the Constitution.” 71 These are the 
definitions of liberalism and conservatism for the first part of the test, 
which deals with democracy and its interpretations. There are similar 
definitions of liberalism and conservatism for each of the other five parts 
of the test. 

Each form of the test, 4.21 and 4.31, has roo statements. Students are 
asked to indicate whether they agree with, disagree with, or are uncertain 
about each statement. Agreement with certain items along with disagree- 
ment with certain other items indicates liberal attitudes. Likewise, there 
are items with which agreement or disagreement indicates conservatism. 

The uncertain responses, although easy to count, are difficult to inter- 
pret. A student may mark a particular statement “uncertain” for one or 
more of three reasons: He may not understand the statement; he may 
understand it but be uncertain of his attitude toward it; or he may be 
afraid to reveal his position to the teacher. 

Consistency is measured by comparing the responses on 4.21 with the 
responses on 4.31. For example, statement 97 on 4.21 reads “It is all right 
for Negroes to be paid lower wages than whites for similar kinds of 
work” while statement 192 on 4.31 reads “The same wages should be paid 
to Negroes as to whites for work which requires the same ability and 
training.” If a student agrees with both statements, or disagrees with 
both, or agrees or disagrees with either statement when he is uncertain 
about the other one, such response is taken as evidence of inconsistency. A 
consistency score is easier to interpret than an inconsistency score be- 
cause of the difficulties posed by the uncertainty response. Obviously, 
agreement-uncertainty as a paired response is not the same degree and 
perhaps not the same kind of inconsistency as agreement-agreement. 

Consistency is counted as a percentage of the total items on either 
form. A consistency score can be derived for each of the six areas as well 
as for the whole scale. The least consistent areas are the ones within 
which students need the most clarification. However, any growth toward 
greater consistency must be interpreted with considerable care. It is cus- 
tomary to administer the two forms at the beginning and end of a school 
year (at the beginning and end of a unit of work is not good practice 
since the span of time covered by a unit is usually too short for significant 
change in attitudes). A higher consistency score cannot always be taken as 


of Interpretation of Data 2.51 and 2.52, see Eugene Smith and Ralph Tyler, Apprais- 
ing and Recording Student Progress, Harper & Row, 1942, p. 217. 
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evidence that reflective clarification of attitudes has occurred. The inter- 
nal structure of the test is such that a student who becomes more liberal 
or more conservative will also become more consistent. If a student has 
been thoroughly indoctrinated by a conservative or a liberal teacher, his 
responses to the test at the end of the school year may be more certain 
and more consistent even though he has not reflected very much on his 
attitudes. 

It has been many years since the Scale of Beliefs was constructed, and 
rather than use the original form teachers should build new forms based 
upon the original structure and capable of sampling attitudes in closed 
areas. In constructing any scale of this kind certain precautions are neces- 
sary. The definition of democracy implied by the scale should be explic- 
itly recognized by the teacher when he formulates items. In the attempt 
to measure consistency a teacher should not make contradictions too 
apparent. The statements “Negroes should not be paid as much as whites” 
and “Negroes should be paid as much as whites” present a contradiction 
which is too easy because it is too sharp. The example given earlier is 
more illustrative of correct phrasing and a desirable degree of contradic- 
tion. 


THURSTONE SCALES FOR THE MEASUREMENT 
OF SOCIAL ATTITUDES ~” 


These scales consist of weighted items and therefore are intended to 
measure the depth of an attitude. Each scale has a list of statements 
dealing with the same general topic. There are usually twenty or more 
statements, each with a point value assigned to it by a jury of adults. The 
higher the point value the more unfavorable the attitude expressed by 
those who check the statement. The scale for measuring the attitude 
toward war is typical of Thurstone’s technique. The following is an 
excerpt from this scale: 


(2.7) 1. The benefits of war outweigh its attendant evils. 
(7.8) 6. The misery and suffering of war are not worth its benefits. 
(9.4) 16. It is difficult to imagine any situation in which we should be justi- 
fied in sanctioning or participating in another war. 
(10.6) 20. He who refuses to fight is a true hero. 
(10.7) 22. It is the moral duty of the individual to refuse to participate in any 
way in any war, no matter what the cause.78 


The numbers in parentheses indicate the point value assigned the state- 
ments by the jury. The student checks the statements with which he 


” L.L. Thurstone and E. J. Chase, The Measurement of Attitudes, University of 
Chicago Press, 1929. 

8 L.L. Thurstone, Attitude Scales, Attitude Toward War, Form A, University of 
Chicago. 


254 TECHNICAL PROBLEMS 


agrees, and his score is the median point value for all the statements he 
checks. The scale for measuring a student’s attitude toward war is 
indirectly a measure of his pacifism. The higher his score the more paci- 
fistic he is. The directions tell students that there is no right answer to the 
test. 

In addition to this scale, Thurstone also has scales on God, Church, 
Negro, Treatment of Criminals, Constitution, Birth Control, Chinese, 
Germans, Sunday Observance, Law, Censorship, Evolution, and Capital 
Punishment, all constructed in roughly the same way.** 


REMMERS ATTITUDE SCALES 


These scales, like the ones developed by Thurstone, consist of weighted 
items. Both Remmers and Thurstone make use of the technique of equal- 
appearing intervals. The construction of a scale based upon equal- 
appearing intervals follows steps analogous to certain practices in psycho- 
physics. First, a large number of statements of opinion concerning some 
attitude-object are formulated. Second, these statements are given to a 
jury, or group of judges, who are asked to rate each statement on an 
eleven-point scale. The neutral statements are sorted into the midpoint of 
the scale. The very favorable statements are placed at one end of the scale 
at varying distances from the midpoint of neutrality. The unfavorable 
statements are distributed from the center to the other end of the scale. If 
there are 100 judges, there is likely to be some disagreement over the 
weighting of each statement. The average weight assigned to each state- 
ment is taken as the correct weight. Some of the statements may be given 
radically different weightings, and these are discarded. The third step is 
the arrangement of acceptable statements on the attitude scale. Remmers 
arranges his statements according to decreasing favorableness, i.e., the 
first statement is the most favorable one. Thurstone prefers a random 
arrangement of statements.?® Research with the two scales indicates no 
particular advantage for either arrangement. 

The Remmers scales are more general than those by Thurstone and are 
advertised as Master Attitude Scales. They purport to measure attitudes 
toward attitude-objects such as Any Disciplinary Procedure, Any Pro- 
posed Social Action, Any Teacher, or Any Racial or National Group. 


* For a good discussion of these scales, the difficulties involved in their construc- 
tion, and criticisms of their validity see Marie Jahoda, Morton Deutsch, and Stewart 
W. Cook, Research Methods in Social Relations, Part I Basic Processes, Dryden 
Press, 1951, pp. 190-194. 

* For a much fuller discussion of how to construct an attitude scale based upon 
equal-appearing intervals see H.H. Remmers and N.L. Gage, Educational Measure- 
ment and Evaluation, Harper & Row, 1943, pp. 390-392. For a fairly complete list of 
both Remmers and Thurstone scales see the same work, pp. 392-393. 
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Students are told to write in the name of the teacher, the social action, or 
the racial group toward which they have been asked to respond. 

The following excerpt from A Scale for Measuring Attitudes Toward 
Any Proposed Social Action, Form A,® illustrates the nature of the 
Remmers approach: 


(10.9) 1. Is the best thing that can ever come into existence. 
(9.3) 7. Is greatly needed. 
(8.5) 15. Is sure to be effective. 
(6.1) 30. Cannot do any serious harm. 
(3.8) 40. Dodges the real issue. 
(2.8) 44. Is based upon an unsound principle. 
(1.2) 50. Is perfectly absurd. 


THE LIKERT SCALE 


This scale is also intended to measure the intensity of an attitude. 
Students are presented with a list of statements and indicate the extent to 
which they agree or disagree with each one. They are usually instructed 
to mark each statement as follows: agree strongly, agree somewhat, 
uncertain, disagree somewhat, or disagree strongly. The Likert Scale is 
easier to construct than the Thurstone or Remmers scales as it does not 
require the cumbersome use of a jury. Sometimes an evaluator will use 
some variation of the Likert Scale, with a six-point rather than a five-point 
rating scale. The following excerpt from the F Scale used in a study of 
the authoritarian personality is illustrative of one variation: 


Mark each statement in the left margin according to how much you agree or 
disagree with it. Please mark every one. Write in +1, +2, +3, or —1, —2, —3 
depending on how you feel in each case. 


1.1 AGREE A LITTLE 1. I DISAGREE A LITTLE 
2, 1 AGREE PRETTY MUCH 2. I DISAGREE PRETTY MUCH 
3. 1 AGREE VERY MUCH 3. I DISAGREE VERY MUCH 


. Human nature being what it is, there will always be war and conflict. 

4. It is up to the government to make sure that everyone has a secure job and 
a good standard of living. 

11. When a person has a problem or worry, it is best for him not to think about 
it, but to keep busy with more cheerful things. 

16. Men like Henry Ford, or J. P. Morgan, who overcame all competition on 

the road to success, are models for all young people to admire and imitate.?7 


Lo 


*° H.H. Remmers, Division of Educational Reference, Purdue University, Lafay- 
ette, Indiana. 

7 T,W. Adorno, E. Frenkel-Brunswik, D.J. Levinson, and R.N. Sanford, The 
Authoritarian Personality, Harper & Row, 1950. 
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Unlike Remmers and Thurstone, Likert has not prepared attitude scales 
for commercial distribution. His chief contribution has been the idea of a 
five- or six-point rating scale for each statement in an attitude test. 
Ideally, the rating scale is repeated after each statement instead of being 
presented once at the beginning of the test as we gave it above. In com- 
mon with the Remmers and Thurstone scales, the Likert Scale attempts to 
measure intensity without trying to measure consistency. 


VALUE ANALYSIS 


Attitude scales are sometimes criticized for the rigidity of their struc- 
ture. Some authorities believe that students are more likely to reveal their 
attitudes in an unstructured situation. Actually, no testing situation is 
completely unstructured; what these authorities probably want is a situ- 
ation which is structured so that individuals are relatively free to express 
attitudes in their own manner. Value analysis as it has been developed by 
Louis E. Raths and Newton Hodgson may be an answer to the need for a 
more valid measure of attitudes. 

This technique involves placing students in some kind of situation to 
which they are asked to react by writing answers to certain questions. 
They may be placed in the situation by teacher assignment, or they may 
help determine the situation through teacher-pupil planning. Possible sit- 
uations would be visiting a public housing project, observing a legislative 
committee at work, taking part in a cleanup campaign, trying to get sig- 
natures on a petition. The situations selected are supposed to be ones 
likely to elicit attitude expressions from students. Students are asked to 
write answers to questions such as the following: 


1. What did you like or approve in the situation? 
2. What did you dislike or disapprove in the situation? 
3. What recommendations do you have for improving the situation? 


A teacher may vary the questions, but he always tries to get evidence 
on students’ feelings of approval and disapproval and recommendations 
for change. This method may be criticized on the ground that it does not 
yield a neat quantitative score susceptible to several kinds of pretty statis- 
tical juggling. However, it is not entirely free from quantitative 
features. It is possible, for example, to count the number of things which 
the writer of a certain response is against as compared to the number of 
things toward which he is favorable. It is even possible to combine certain 
responses to form categories. Certain responses when placed together may 
be taken as evidence of a person’s attitude toward government, human 
nature, and a variety of other objects or processes. 

A few observers of this technique have argued that it has the virtue of 
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taking its categories from the free responses of students rather than forc- 
ing students to respond to certain predetermined categories, as they are 
obliged to do on attitude scales. However, any teacher can take the free 
responses of a student and force them into certain categories which are 
just as predetermined as the ones implicit in the attitude scale. But the 
fact that the “forcing” is done after the student has responded rather than 
before can mean that the student has felt more free to express his atti- 
tudes and therefore that the teacher has more valid data in his prede- 
termined categories. 

Almost any student paper or report can be value-analyzed provided it 
deals with some problem or issue about which its writer has some strong 
feeling and genuine interest. The technique may also be used with movies 
or recordings. After viewing a movie, a group may be asked to write 
answers to questions like the following: 


1. Some incidents in the movie are more important than others. Which inci- 
dents or scenes seem to you to be the most important? (Do not name more 
than three.) 

2. Why do you think these incidents are important? What makes them signif- 
icant as far as you are concerned? 

3. How could each situation be improved so as to contribute to the growth of 
everyone in the situation? 


The Measurement of Thinking 


As we have seen, there is a difference between thinking about the subject 
matter of the social sciences and thinking about thinking. It is necessary 
that students think about thinking if they are to acquire more effective 
habits of thinking. Those who examine reflectively beliefs in closed areas 
will not necessarily acquire thereby a complete and rounded conception 
of the thinking process. Whether they do or not will depend on the extent 
to which teachers promote examination of the process by which they 
reach conclusions. A teacher who promotes reflection about reflection 
will want to know whether his students are improving the quality of their 
thinking. In other words, he will want to use tests which measure 
achievement in reflective thinking. 

The following tests require a student to apply what he knows about 
thinking just as the tests described earlier require him to make some appli- 
cation of his social-science knowledge. However, it is impossible to 
divorce tests of conceptual achievement and tests of how well reflection 
itself is understood. Most of the tests described in the present section, for 
example, not only test a student’s understanding of thinking but also mea- 
sure his understanding of certain social-science concepts. 
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Prior to the Eight Year Study not much was known about the evalu- 
ation of thinking. The Evaluation Staff was interested in getting evidence 
on achievement of the more intangible outcomes of education. Improved 
thinking was one of these outcomes. The staff took the position that they 
could not measure progress toward any educational objective unless that 
objective was given an operational definition. That is, they believed it 
would clarify what they were trying to evaluate if they could identify 
the overt behavior which could be taken as evidence for the presence or 
absence of thinking. 

In their judgment, a person who thinks conducts operations such as 
interpreting data, using principles of logic, identifying assumptions in an 
argument, recognizing evidence and seeing its relationship to a hypoth- 
esis, making hypotheses and inferences, and applying principles to new 
situations. They devised instruments for measuring many of these be- 
haviors. An understanding of these instruments not only is basic to an 
understanding of the Eight Year Study but helps to clarify the nature of 
thinking; it also helps the more creative teachers to devise better means of 
getting evidence on these and other aspects of thinking. 


INTERPRETATION OF DATA 2.51 AND 2.52 


This instrument was developed by the Evaluation Staff of the Eight 
Year Study for the measurement of a student’s ability to interpret data. 
Intended for use with high-school students in grades g through 12, it has 
also been used with freshmen in college, and some high-school teachers 
have developed forms for use with junior-high students. 

Each form of the test consists of ten exercises. Each exercise presents a 
set of data in the form of a table, a graph, a chart, or a prose description 
and is accompanied by fifteen statements, each of which represents a pos- 
sible interpretation of the data. Students are directed to mark each state- 
ment according to whether it is true, probably true, false, probably 
false, or unsupported by sufficient data, limiting their judgment of each 
statement to the data given them in the test item—that is, not intruding 
any other data which may be known to them. In other words, this test 
tries to discover whether a student can determine the limits of the data 
supplied to him. 

A student who takes an interpretation-of-data test receives four differ- 
ent scores—a general accuracy score, an overcaution score, a going- 
beyond-the-data score, and a crude error score. The general accuracy 
score indicates the extent to which the responses of a student agree with 
the test key. The other scores are diagnostic, as they indicate the nature 
of errors made. The most frequent error of students who took this test in 
the Eight Year Study was a tendency to go beyond the data. Most students 
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found it tempting to infer a meaning which was not justified by the data 
they were asked to interpret. 

High-school students were at their best when they had to distinguish 
between true and false interpretations. They were weakest in distin- 
guishing between the true and the probably true, the false and the prob- 
ably false. One may infer that high-school students are not learning ade- 
quately to distinguish different degrees of probability. Their tendency to 
think in terms of either-or categories presents serious difficulties in under- 
standing today’s world.”8 

The following is an example of an exercise from an interpretation-of- 
data test constructed by one of the authors for use in a high-school social- 
studies class. The example is keyed and each item is followed in paren- 
theses by an explanation of the principle being tested by the item: 


Study the given facts carefully. Read each statement carefully. In answering 
each statement, stick to the given facts. Refer to the facts each time and place 
a number in front of the statement: 


Mark it 7 if the facts given make the statement true. 

Mark it 2 if the facts given make it probably true. 

Mark it 3 if the facts given do not make it possible to judge the statement 
one way or another. 

Mark it 4 if the facts given make it probably false. 

Mark it 5 if the facts given make the statement false. 


Statement of Facts: 


The following table represents the relationship between yearly income of 
certain families and the medical attention they receive. 


FAMILY INCOME PERCENT OF 
FAMILY MEMBERS WHO 
RECEIVED NO MEDICAL 
ATTENTION DURING 


THE YEAR 
$1,200 to $3,000 40% 
$3,000 to $5,000 33% 
$5,000 to $10,000 24% 


Interpretations: 


(3) 1. Many family members do not receive medical care because they cannot 
afford it. (Assuming Cause) 
(3) 2. The members of wealthy families require less medical care than the 


6 Smith and Tyler, op. cit., pp. 38-76. 
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members of other families because they are well-fed and well-housed. 
( Assuming Cause) 

(2) 3. At least 70 percent of the members of families with incomes of $11,000 
a year receive some medical care during the year. (Extrapolation) 

(2) 4. The members of families with incomes of $1,500 a year receive less 
medical care than members of families with annual incomes of $3,500. 
(Interpolation) 

(5) 5. The lower the family income, the greater is the percent of family 
members who receive medical care. (Recognition of a Trend) 

(3) 6. If those families with incomes under $3,000 a year would double their 
income, fewer of their family members would go without medical care. 
(Assigning Effect) 

(2) 7. A smaller percent of members of families with incomes of $10,000 to 
$15,000 a year received no medical attention than did members of fam- 
ilies receiving $1,200 to $3,000 a year. (Extrapolation) 

(3) 8. The government should give free medical care to families with low in- 
comes in order to improve the health of the nation. (Value Judgment) 

(3) 9. John’s father makes $1,500 a year while Jim’s father makes $3,000 a 
year. Jim receives medical attention more often than John. (Sampling) 

(4) to. Families with incomes of $8,000 a year had a greater percentage of 
family members who went without medical care than did the members 
of families with incomes of $4,000 a year. (Interpolation.) 7° 


Sometimes a teacher who uses an exercise like the one above is tempted 
to review the test, item by item, with his students. If he succumbs to this 
temptation, he may teach his students how to take the test instead of how 
to interpret data. In teaching students how to take a test a teacher destroys 
the future usefulness of the test and tests similar to it. An alternative to go- 
ing over a test is to teach students principles of interpretation which they 
have a chance to apply when they take almost any kind of thinking test. 


APPLICATION OF SOME PRINCIPLES OF LOGICAL REASONING 
TEST, FORM 5.12 


This test, developed by the Evaluation Staff of the Eight Year Study, 
tests a student’s ability to apply certain principles of logic and to take 
note of relationships between assumptions and conclusions. It does not 
examine students on all principles of logic but is restricted to the fol- 
lowing five: 

1. Do students recognize the necessity for defining precisely certain 
key words and phrases? 

2. Do students understand the conditions necessary to the soundness of 
an indirect argument? 


*® The Obio Thinking Check-Up, issued by Bureau of Educational Research, The 


Ohio State University, 1945. Constructed by Lawrence E. Metcalf and Louis E. 
Raths. 
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3. Do students understand the invalidity of name calling? 

4. Do students see the relationship between premises and conclusions 
when they are asked to assess an example of if-then reasoning? 

5. Do students understand the necessity of determining whether a sam- 
ple is representative of a larger population about which they are trying to 
reach a conclusion? 

The student is given a series of exercises toward which he is asked to 
react logically. In the total test, he deals with ten different exercises, two 
for each of the five principles of logic. Each exercise has three possible 
conclusions and twelve possible reasons. The reasons consist of: (1) gen- 
eral or abstract statements of the logical principle involved, (2) specific 
statements of the logical principle involved, and (3) general or specific 
statements of logical principles which are irrelevant to the conclusion 
selected. A general accuracy score is obtained by computing twice the 
number of correct responses (both conclusions and reasons) minus the 
total number of wrong responses (both conclusions and reasons) .°° 

Form 5.12 is no longer available for distribution, but in 1950 the Educa- 
tional Testing Service published a Logical Reasoning Test which follows 
the pattern of the original instrument. The following is an example taken 
from the Logical Reasoning Test Form A, Test Number 282-42-1: 


PROBLEM III 


John L. Lewis, head of the United Mine Workers, once described the results 
of a conference on unemployment which a union delegation had with Frances 
Perkins, who was then Secretary of Labor. Secretary Perkins had assured the 
delegation that the unemployment situation was less critical than they had be- 
lieved and that the government was taking steps to solve the problem. 

“After three hours,” Lewis related, “the delegation went away woozy in the 
head, just like the good woman who is Secretary of Labor.” Lewis remarked 
that he believed Miss Perkins would “make a good housekeeper” but he added, 
“T don’t think she knows any more about the economic problems of this coun- 
try than a Hottentot does about the moral law.” 


Directions: 


Examine the conclusions that follow. Accept as true the charges made by Mr. 
Lewis, and choose the conclusion which you believe is justified. 


Conclusions: 


X The charges made by Mr. Lewis proved that the statements made by Secre- 
tary Perkins to the union delegation were wrong. 

Y The charges made by Mr. Lewis did not prove that the statements made by 
Secretary Perkins to the union delegation were wrong. 

Z More information is needed to decide whether or not the charges made by 


* This test is discussed by Smith and Tyler, op. cit., pp. 111-126. 


262 


TECHNICAL PROBLEMS 


Mr. Lewis proved that the statements made by Secretary Perkins to the un- 
ion delegation were wrong. 


Mark in Column: 


A: Statements which explain why your conclusion is logical. 


B: 
C: 


Stat 


I. 


10. 


Il. 


10745 


Statements which do not explain why your conclusion is logical. 
Statements about which you are unable to decide. 


ements: 


Since we assume that the Secretary of Labor was really as incompetent as 
Mr. Lewis implied, we must conclude that her statements to the union dele- 
gation were wrong. 


. When Secretary Perkins assured the union delegation that the unemploy- 


ment situation was less critical than they believed, she was obviously wrong. 


. Before we can decide whether or not Mr. Lewis proved his point, we must 


know what he meant by such terms as “woozy,” “Hottentot,” and “moral 
law.” 

To make a sound argument, Mr. Lewis would have to consider Miss Per- 
kins’ knowledge of all the other possibilities including social problems. 


. Even if Miss Perkins were shown to be ignorant of economics, this would 


not prove that the particular statements which she made to the union dele- 
gation were wrong. 


. An attack upon certain aspects of a person or institution, even though justi- 


fied, is not enough to prove the lack of all merit in that person or institution. 


. The soundness of an indirect argument depends upon whether all the pos- 


sibilities have been considered. 


. A changed definition may lead to a changed conclusion even though the 


argument from each definition is logical. 


. In order to prove a point, one must direct his argument to the point and 


not attempt to discredit those who think otherwise. 

The statements quoted give only a sample from Mr. Lewis’ remarks, and 
so no logical conclusion can be drawn. 

A sample does not necessarily represent all of the data which may apply to 
a situation. 

Whether or not Mr. Lewis’ accusations are true, they do not apply directly 
to the issue of whether the statements made by Miss Perkins to the union 
delegation were right or wrong.! 


In the above example the correct conclusion is Y, and the correct rea- 
sons are 5, 6, 9, and 12. This exercise tests a student’s ability to resist name 
calling as a method by which to reach a conclusion. The list of reasons in 


the 


exercise includes all five of the principles of logic used in the test so 


that a student has an opportunity to distinguish among them. 


31 
ing 
6-8. 


Logical Reasoning Test, Form A, Cooperative Test Division, Educational Test- 
Service, Princeton, New Jersey, and Los Angeles, California, Copyright 1950, pp. 
This test is no longer available for distribution, but rights to reproduce it may 
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NATURE OF PROOF, 5.21 AND 5.22 


Understanding the nature of a proof has been an educational objective 
in the teaching of geometry for a great many years. However, restricting 
the teaching of the nature of proof to geometry classes appears unrea- 
sonable to teachers who recognize that their students are exposed every 
day to a variety of arguments, all of which try to prove something to 
students and hence induce them to act in certain ways. Newspaper edito- 
rials, public speeches, advertisements, books, magazines, movies, radio and 
television programs—all make such appeals. These appeals are not equally 
sound in their intellectual content. No doubt there are many persons 
“taken in” every day by unsound arguments because they lack ability to 
analyze the nature of the proof which is offered them. This ability can be 
acquired from a study of various examples of proof. 

Schools which participated in the Eight Year Study tried to develop in 
their students improved ability to analyze arguments and proofs. The 
F valuation Staff developed some instruments for evaluating understand- 
ing of proofs. Prominent among them were Nature of Proof, 5.21 and 
Sand, 

In Nature of Proof, 5.21, students are presented with a series of exer- 
cises each of which includes a conclusion which they are asked to accept. 
This statement of problem and conclusion is followed by a list of four- 
teen statements. In Part I of the exercise students are directed to mark 
each statement as follows: 


1. With an A those statements which either support or contradict the con- 
clusion. These are the relevant statements. 

2. With a B_ those statements under A which support the conclusion. 

3. With a C_ those statements under B which students do not consider satis- 
factorily established by whatever general knowledge they have 
but which must be included in their argument if the conclusion 
is to be acceptable. 


In Part II students are directed to indicate whether they are inclined to 
accept the conclusion, to reject it, or to be uncertain. They also indicate 
on their answer sheet which of the statements marked with a C in Part I 
might cause them to reconsider their decision if more information were 
made known to them. These statements are marked with a D. Statements 
marked with a D represent what a student believes to be the crucial 
assumptions, the truth of which he is willing to question. 

The following excerpt is from Nature of Proof, 5.21: 


be obtained for some purposes. It is very desirable that teachers study this test in 
order to learn how to build their own tests of logical thinking. 
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PROBLEM IX 


In a radio broadcast the following story was told: “The people in a little 
mining town in Pennsylvania get all their water without purification from a 
clear, swift-running mountain stream. In a cabin on the bank of the stream 
about half a mile above the town a worker was very sick with typhoid fever 
during the first part of December. During his illness his waste materials were 
thrown on the snow. About the middle of March the snow melted rapidly and 
ran into the stream. Approximately two weeks later typhoid fever struck the 
town. Many of the people became sick and 114 died.” The speaker then said 
that this story showed how the sickness of this man caused widespread illness, 
and the death of over one hundred people. 


Statements: 


ABCD 1. Typhoid fever organisms can survive for at least three months at 
temperatures near the freezing point. 

2. Good doctors should be available when an epidemic hits a small 
town. 

ABCD 3. Typhoid fever germs are active after being carried for about half 
a mile in clear, swift-running water. 

A 4. There may have been other sources of contamination by waste ma- 
terials containing typhoid fever germs along the stream or at some 
other point in the water supply of the town. 

AB 5. The waste materials of a person who has a severe case of typhoid 
fever contain active typhoid organisms. 

AB 6. Typhoid fever is contracted by taking typhoid organisms into the 
body by way of the mouth. 

7. Only a few people in this town had developed an immunity to ty- 
phoid fever. 

A 8. Typhoid organisms are usually killed if subjected to temperatures 
near the freezing point for a period of several months. 

g. Sickness and death usually result in a great economic loss to a small 
town. 

ABCD 10. The only typhoid organisms with which the people in the town 
came in contact were in the water supply. 

11. Vaccination should be compulsory in communities which have no 
means of purifying their water. 

ABCD 12. The worker’s waste materials were the only source of contamina- 
tion along the stream. 

A 13. There may have been other areas of typhoid fever germs in the 
town such as milk or food contaminated by some other person. 

AB 14. The symptoms of typhoid fever usually appear about two weeks 
after contact with typhoid germs.?? 


* Smith and Tyler, op. cit., pp. 133-134. 
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Statements 2, 7, 9, and 11 are irrelevant to the conclusion. If a student 
marks any of these with an A, he has failed to relate assumptions to a con- 
clusion. A general accuracy score on this test does not mean very much. 
Separate scores which get at separate behaviors have more meaning. One 
such score indicates the extent to which students recognize the relevant 
aspects of an argument. The above form of the Nature of Proof Test is so 
constructed that the total performance depends on how well a student 
does on the early parts. A later revision of this test, Form 5.22, takes care 
of this difficulty so that each part of the test can be scored separately.*% 

The data yielded by nature-of-proof tests supply answers to questions 
such as the following: 


1. To what extent does a student recognize relevant phases of an argu- 
ment and distinguish between considerations which support and ones 
which contradict a stated hypothesis or conclusion? 

2. To what extent does a student challenge the assumptions underlying 
an argument and distinguish between assumptions which, from the 
point of view of a committee of adults, should and should not be 
challenged? 

3. How do the conclusions reached by a student compare with those 
reached by a committee who made the test? 

4. To what extent does a student recognize the relevance of proposals 
for the further study of a problem? 

5. To what extent does a student judge the relevant activities as prac- 
ticable, i.e., distinguish between activities which, from the point of 
view of a committee of adults, are and are not practicable? *4 


The fourth and fifth questions above are not treated in Form 5.21. 
Teachers who are interested in these two questions should consult and 
study a sample exercise from Form 5.22.°° 

Both 5.21 and 5.22 emphasize the subject matter of the physical sci- 
ences, but many of the exercises also recognize social aspects. Teachers of 
the social studies may be more directly interested in a special form of the 
nature-of-proof tests called Analysis of Controversial Writing (Form 
5.31).°® This test is designed to show whether students can make logical 
analyses of propaganda materials. The behaviors on which the test fo- 
cuses are: 


a. Recognition of the purposes of authors of propaganda—that is, ability to 
make more discriminating judgments as to the points of view which it is 


*® For a full discussion of nature-of-proof tests see ibid., pp. 126-156. 
sul bid pals. 

*® [bid., pp. 136-139. 

* Discussion and sample exercises may be found in zbid., pp. 148-154. 
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intended a consumer should accept or reject. (In a broad sense, this refers 
to the generally accepted concept of “reading comprehension.” ) 

b. Identification of the forms of argument used in selected statements of propa- 
ganda. (This refers to reading comprehension in a different sense.) 

c. Recognition of forms of argument which are considered intellectually ac- 
ceptable and which are not employed in certain statements. 

d. Critical reaction to the forms of argument which represent typical devices 
employed in propaganda. 

e. Ability to analyze argument in terms of established principles of proof. 

. Recognition of the relation of propaganda to the social forces which breed it. 

g. Knowledge of the psychological mechanisms involved in the susceptibility 
of people to certain language symbols.3? 


Lona) 


APPLICATION OF PRINCIPLES TEST, FORM 1.5 


Students who can think effectively and who have conceptualized their 
learning are able to apply principles (i.e., generalizations) in a variety of 
new situations. The Application of Principles Test measures two related 
kinds of achievement: logic of thinking and understanding of social prin- 
ciples, or social theory. This test, constructed by the Evaluation Staff of 
the Eight Year Study, overlaps somewhat the Nature of Proof Test and 
the Application of Some Principles of Logic Test, but it differs in its 
emphasis upon measuring understanding of certain social principles. 
Smith and Tyler state the purpose of the test when they say: 


The analysis of the objective resulted in the following list of important types 
of behavior to be evaluated: (1) The ability to see the logical relations between 
general principles and specific information on the one hand and the issues in- 
volved in a given social problem on the other; i.e., to see whether a statement 
supports, contradicts, or is irrelevant to a conclusion. (2) The ability to eval- 
uate arguments presented in discussing a specific social problem, and in partic- 
ular, to discriminate between statements of verifiable fact, statements of opinion 
and common misconceptions. (3) The ability to judge the consistency of social 
policies with social goals; i.e., to judge the appropriateness of certain policies 
for achieving certain social aims.3§ 


The following sample taken from Application of Principles Test, Form 
1.5, illustrates how the test measures achievement of the above objectives. 


PROBLEM: 


Housing is one of the problems of concern today. Many schemes have been 
suggested as a means of improving housing conditions. In general there are two 
major ways in which government can aid in solving this problem: (1) by set- 


* [bid., pp. 149-150. 
*° [bid., pp. 197-198. 


RESULTS OF REFLECTIVELY ORIENTED TEACHING 267 


ting standards for and regulating the construction of private housing, and (2) 
by building houses at public expense, contributing either part or all of the funds 
necessary. Nevertheless, many people believe that the government should build 
houses at public expense to rent to those sections of the population with the 
lowest incomes. 


1. Directions: 


For each of the following statements, place a check mark in one of the col- 
umns labeled Part I. Place the check mark opposite the number which corre- 
sponds to the number of the statement in: 


Column A if the statement may logically be used to support the underlined 
conclusion. 

Column B if the statement may logically be used to contradict the underlined 
conclusion. 

Column C if the statement neither supports nor contradicts the underlined 
conclusion. 


Check each item in only one column. In case of doubt, give the answer which 
seems most nearly right. 
In this part of the exercise, assume that each statement is true. 


Supports 1. Whenever houses are not available to the public, society 
Assumption should assume the responsibility for making it possible for 
everyone to have a decent place to live. 

Contradicts 3. Government-built houses are more expensive to construct 

Misconception than comparable houses built by private companies. 

Supports 11. It has been demonstrated that the federal government can 

Misconception build adequate houses for the lowest income group cheaply 
enough so that they can be paid for out of income from 
rent. 

Contradicts 14. Individuals who have heavy investments in slum property 

Accurate would probably suffer heavy losses if a broad program of 
federal housing went into effect. 

Contradicts 17. The system of private initiative in business should not be 

Assumption jeopardized by the socialization of any of the fundamental 
industries. 

Supports 20. Under present conditions, at least 50 percent of the people 

Accurate cannot easily afford to own a decent home; at least one- 
third of the population cannot afford to rent decent homes. 

Irrelevant 22. Comparable houses can frequently be rented in the suburbs 

Accurate for somewhat lower rentals than in the city. 


Il. Directions: 


Go back over the statements. In the columns labeled Part II place a check 
mark opposite the number which corresponds to the number of the statement 
in: 
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Column D if you believe the statement can be proved to be true. 
Column E if you believe the statement can be proved to be false. 
Column F if you believe the statement cannot be proved either true or false. 


Check each item in only one column. In case of doubt, give what seems to 
you to be the one best answer. 
When you have finished Part II, go on to Part III. 


Ill. Directions: 


In the column labeled Part III opposite the number which corresponds to the 
number of the statement, write: A plus sign if it expresses a type of action 
which you think would improve the housing conditions of that third of the 
population with the lowest incomes. A zero sign if it does not express a type 
of action which you think would improve the housing conditions of that third 
of the population with the lowest incomes. 


1. New buildings should be required to measure up to higher minimum 
standards for construction. 

2. Credit for housing should be supplied in larger quantities and at lower 
rates of interest. 

3. All city land should be reassessed. 

4. Laws should be passed requiring the destruction of all slum areas. 

5. The government should subsidize housing for lower income groups.*? 


This excerpt does not represent a complete exercise from the Appli- 
cation of Principles Test, but it indicates the nature of the test. The com- 
ments to the left of the statements in Part I represent the key for that part 
of the test and for Part II. Part III, which consists of true-false items, is 
also keyed. This is an old test and some of the statements contain obsolete 
statistics. Nevertheless, teachers may profitably study it for ideas in con- 
structing their own versions. 

In constructing this test it is necessary to exercise certain cautions. If 
the material used in the test is not new, students may be able to respond 
correctly on the basis of memory rather than application and inter- 
pretation. If the situations in the test are too novel, students may not be 
able to make application at all. Ideally, a teacher should have several 
forms, each testing at a somewhat higher level. From the use of different 
forms he can get some notion of how deep and complete is students’ 
understanding of certain principles. 

In order to interpret test results it is helpful to know something about 
the factual background of students. If they do not know the relevant 
facts on the housing problem, they may fail to apply a principle even 
though they have studied it in connection with some other social problem 
for which they have factual background. 

Besides ability to apply social facts and social generalizations to a social] 
problem teachers are concerned with the application of social values. 

* Ibid., pp. 199-202. 
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Social Problems, Form 1.41 and Form 1.42, is an attempt to measure 
ability to apply social values to social problems. The following is an 
illustrative excerpt: 


Cotton Picker. 


Cotton has been picked by hand which is a slow and expensive process. Re- 
cently, the Rust brothers invented a machine to do this work. It would pick in 
72 hours as much cotton as one hand picker could pick over a whole season 
of eleven weeks. The cost of production of cotton could be reduced from 
$14.52 to $3.00 per bale. To date, this machine has not been placed on the mar- 
ket. What should be done with this machine? 


Solutions: (Check one or more which you think are desirable) 


Ped es, A. The machine should be placed on the commercial market for imme- 
diate manufacture and sale. 

AOR A B. The machine should be made available under some form of public 
control and provisions made for establishing in other jobs the cot- 
ton pickers who are thrown out of work. 

eee C. The machine should not be put to use at the present time. 


Directions: 


Write in the space below the reasons which you would use to support the 
solution or solutions you have checked. Be sure to write all the reasons you 
can think of.4° 


TEACHER-MADE TESTS OF THINKING 


Tests developed as part of the Eight Year Study are no longer available. 
Even if they were, it is doubtful if public-school teachers could make 
much use of them because many of the data contained in them are now 
obsolete. Nevertheless, familiarity with these tests should be of value to 
teachers. They represent the profession’s most mature achievement to 
date in evaluating thinking and incorporate the most adequate operational 
definitions of thinking yet reached. 

Even though a teacher may feel that he lacks technical competence 
necessary to construct formal tests of thinking, the Eight Year Study tests 
can show him what to look for when he attempts to make informal 
judgments about his students’ thinking. Informal judgment ought always 
to accompany the use of formal instruments. The following are some of 
the things to look for when one is interested in analyzing student think- 


Ing: 


1. Are students confusing values with facts? 

2. Are students attributing purpose, cause, or effect when the data do 
not warrant their doing so? 

© Ibid., p. 178. 
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3. Are students able to distinguish between that which is true and that 
which may be true? Between that which is true and that which is 
probably true? Between that which is probably true and that which 
may be true? 

4. Are students able to see the relationship between a conclusion and 
related assumptions? 

5. Are students able to use simple principles of logic in reaching a con- 
clusion? Are they familiar with the simple rules of evidence and the 
characteristics of a hypothesis? 

6. Do they know what a theory is and how it is different from a hypoth- 
esis? Do they ever confuse the theoretical with the ideal? 

7. Are students given to believing what they want to believe even when 
the data are contrary? 

8. Do students have tenable reasons for the policies they recommend? 

. Are students able to apply their values in ways which lead to goals 
implied i in the values? 
10. Are students relatively free from rationalization? 


It does no good, of course, to ask these questions if instructional pro- 
cedures are such that the answers cannot appear. A teacher who uses the 
reflective method of teaching the social studies will find, however, that 
the answers do tend to appear, particularly when reflection is focused on 
beliefs in the closed areas. 


DISCUSSION QUESTIONS AND EXERCISES 


1. Why is the measurement of understanding more difficult than the measure- 
ment of arbitrary associations? 

2. Summarize what you have learned from this chapter about the measure- 
ment of understanding. Measurement of thinking. Measurement of attitudes. 

3. What relationship exists between the validity of the attitude tests described 
in this chapter and the classroom atmosphere within which the tests are 
administered? 

4. How could results obtained from administering the Scale of Beliefs be used 
by a social-studies teacher who is preplanning what to teach? 

5. What use could be made of results obtained from the Interpretation of 
Data Test? 

6. What should be the aim of a teacher in the area of attitude education? 

7. To what extent should a teacher depend upon pencil-and-paper instruments 
as a means for getting evidence on the effectiveness of the reflective 
method? To what extent upon techniques of a more casual nature—such as 
teacher observation? 

8. How is the teaching of history different from the teaching of thinking? 
Can both be taught in the same course and at the same time? 
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g. Can thinking be taught? Can thinking be evaluated? Should we teach that 
which we cannot measure or evaluate? Should we teach only that for which 
we have adequate evaluative techniques? 

10. What is the difference, if any, between measurement and evaluation? 
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The Social-Studies Curriculum 
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The Content of the 


Social-Studies Curriculum 


| Rsk TERM Curriculum has long been bothersome. Many experts define 
the term as “all the experiences which emerge from a student’s 
presence in school.” This might be a useful definition, if it were not so all- 
inclusive. A boy making a date, a love note passed in class, a piece of 
chalk thrown, a jostling of shoulders in the hall, going to the toilet—a 
thousand events—would be included. And perhaps they should be; but 
when “curriculum” encompasses all of a student’s experiences, we have an 
unmanageable term. A more limiting definition seems better for our pur- 
poses. We shall consider the social-studies curriculum as all the content to 
which students are exposed in courses labeled social studies, and such ex- 
traclass activities as may be clearly of a social-studies nature—such as a 
current affairs or a political science club. Certain all-school assemblies 
might come under the same head, as when a representative of the local 
American Legion speaks to students about the meaning of patriotism. 


A Brief Historical Background 


Some historical background is needed to fully understand contemporary 
practices and new developments. Space permits only a brief and over- 
simplified recounting of the historical growth of the social studies. Stu- 
dents who would prefer a more detailed and scholarly treatment should 
refer to any good book in the history of education. 


NINETEENTH- AND EARLY TWENTIETH-CENTURY PATTERNS 


Courses which were developed and most emphasized in the academies 
and public high schools were history, geography, and government. Econ- 
omics, sociology, social psychology, and anthropology were either un- 
known fields of inquiry or not sufficiently complete or organized to be 
introduced into the curriculum. Economics was an exception, but was 
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rarely taught except as a college or university subject. We are referring 
to the greater part of the nineteenth century: by the 1880s and 1890s, 
sociology was fairly well established, although, again, almost exclusively 
as a college subject. 

Economics was labeled the “dismal subject,” but sociology—early in 
the twentieth century—developed a certain sparkle, largely because of 
clashes in points of view. Charles H. Cooley, in Human Nature and the 
Social Order (1902) and Social Organization (1909) introduced modern 
sociology. Much of what Cooley said makes more sense today than what 
is published in sociology texts of the 1960s. On the other hand, there was 
William Graham Sumner, who was inspired by Herbert Spencer’s Social 
Darwinism. He is best remembered for his Folkways (1909), but much of 
his writing effort was devoted to a defense of Social Darwinism and 
laissez faire (as in his “The Absurd Effort to Make the World Over,” in 
his 1933 volume War, and Other Essays). 

Turning to high-school subjects, history, geography, and government 
were taught, early in the twentieth century, by a process of drill dating 
from the Latin Grammar Schools of colonial times. The emphasis was on 
facts—most of which, in the light of modern knowledge, were wrong. 
History was taught as a chronological narrative of facts which stressed 
the political, diplomatic, and military. “Social history” was then largely 
an unknown subject. Although a somewhat sociological approach to his- 
tory was developing, e.g., the British historian Henry Thomas Buckle and 
his famous History of Civilization in England (1872), this approach ap- 
parently was unknown to high-school teachers in the United States. Per- 
haps this was for the best, since Buckle’s generalizations were wrong more 
often than not. 

Geography, likewise, was taught early in the century more as a physi- 
cal than a social science. It was often part of a subject labeled “natural 
philosophy,” and emphasized the memorization of place names, climates, 
location of areas, nature of terrain, astronomy, and the like. 

Government was taught as structure, not process. Psychological factors 
largely were ignored. Both government and history were didactic and 
slanted, with strong emphasis on “patriotism.” We might justifiably con- 
clude that much of the curriculum of the social studies in the nineteenth 
century and early twentieth century was a collection of fairytales. 

Contrasting influences affected social-studies content during the first 
third of the twentieth century. John Dewey’s impact was beginning to be 
felt; he tended to reject most that had gone before in favor of reflective 
teaching. However, Edward Thorndike’s mechanistic, fact-memorizing 
approach proved more influential. Dewey was erroneously tied in the 
public mind to the Roussellian-oriented “Progressive Education Move- 
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ment” and eventually found it necessary to disclaim this affiliation in 
forceful terms.} 

The number of social-studies subjects steadily increased. Geography 
was split into general, economic, and physical. History proliferated into a 
greater variety of specialties, as did government. High-school history and 
government texts became slightly less didactic and ethnocentric but still 
left much to be desired.? 


CHANGES OF THE 1930S 


In the 1930s, significant content innovations appeared. We may attrib- 
ute this to the Great Depression, a national state of despair and social 
rebelliousness, and to the eradication of complacency from the thinking 
of many professors and high-school teachers. One innovation in social 
studies was “social reconstructionism.” The concept of reconstructionism 
evolved from the basic notion that social change is inevitable: (1) The 
course of social change may result from undirected “drift” or it may be 
led in more-or-less directed fashion by some group or cooperating groups 
in the society. (2) It is better that social change be directed. (3) Since 
the future decrees some sort of collectivism—the choices being authori- 
tarian (Communism, Fascism) or democratic—some group needs to push 
for democratic collectivism. (4) There are many groups eager to direct 
social change, most of them in an authoritarian direction; and, in the 
presence of a vacuum in leadership, they will do so. (5) The group most 
dedicated to democratic values, most knowledgeable about cultural 
trends, and in the most strategic position to direct social change, is school 
teachers. (6) School teachers, therefore, should be the architects of the 
new social order. George Counts was one of the most forceful propo- 
nents of social reconstructionism at this time.® 


THE 1940S AND 1950S 


The war years saw little change. The war crowded out opportunities 
for fresh thought and classroom experimentation, although some truly 
original thought was occurring in a few places. Perhaps the most notable 
example was Ohio State University. Under the inspiration of Boyd Bode, 
the late Alan Griffin, a highly original thinker, applied in a way not previ- 


* His most pointed critique of Progressivism is probably in Experience and Educa- 
tion, Macmillan, 1938. 

* For one revealing study, see Arthur Walworth, School Histories at War, 
Harvard University Press, 1938. 

* See his Dare the School Build a New Social Order?, John Day, 1932. Theodore 
Brameld is probably the leading exponent today. 
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ously tried in the social studies Dewey’s concept of reflective teaching. 

And then the McCarthy era struck. There is little to say about this 
period, except that it resembled closely the suppression of academic 
freedom which accompanies or closely follows most major wars. The first 
half of the 1950s seems particularly disastrous, however, because it forced 
teachers into the pattern of meaningless, neutralized fact memorizing 
which had been fought by many leaders in education for half a century. 


THE “‘NEW” SOCIAL STUDIES 


Shortly after the Russians placed Sputnik in orbit, the public-school 
curriculum became an object of serious concern to those American 
power centers that felt that we had been outpaced in the field of science 
teaching. Harsh criticisms were aimed at educators, who were charged 
with being exclusively concerned with “progressive education,” “core 
curriculum,” “life adjustment,” and “problem solving.” With encourage- 
ment from government and private foundations, curriculum projects 
were developed in physics, chemistry, biology, and mathematics. Each 
project was richly endowed with the resources that only money can buy. 
In each discipline, an attempt was made to identify basic concepts and 
theory, and then to develop instructional materials with which to make 
this new content clear to students. The objective in each project was not 
only to teach theory but also to get students to think like scholars and to 
begin to appreciate a discipline as a discipline. A discipline was defined 
both in terms of its basic concepts and its distinctive methodology. As 
one observer put it, “We want students to learn theoretical physics, not 
how to make soap or toothpaste, and to learn physics by thinking the way 
physicists think. After all, that’s the way physicists learned it in the first 
place.” 

Under the influence of Jerome Bruner, many of the projects acquired a 
taste for a method of teaching called discovery, later to be designated 
inductive teaching. The fact that this “new” method was as old as Plato 
was not generally recognized. 

The trend in content was away from “problems,” except for problems 
in theory, and toward “subject matter.” This development reversed the 
trend of the 1930s which had been toward “problems” and away from 
“subjects.” It was not the same old subject matter, however. The old sub- 
ject curriculum had emphasized facts and their memorization. The new 
centered upon concepts, meanings, and theories. Whenever inductive 
teaching became truly reflective, analysis rather than memorization 
became the chief mental activity of students. 

Subject matter came to be regarded as “the basic structure of a dis- 
cipline” and “discovery” was viewed as the best teaching method by 
which to communicate “structure.” Scholars could not always agree on 
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the structure of a given discipline. In biology, for example, a national 
curriculum project produced three versions because biologists could not 
agree on one. A number of mathematics projects varied in their proposed 
content and sequence. Chemists also produced more than one solution. 
Only the physicists were able to offer a monolithic solution to the prob- 
lem of structure. 

Confusion was also exhibited over the meaning of inductive teaching. It 
is still a matter of dispute whether it is the same as reflective teaching, as 
defined by John Dewey. Most advocates of inductive teaching, because 
they identified John Dewey with the mistakes of child-centered progres- 
sive education, never became students of his concept of reflective teach- 
ing. Yet much of their “induction” looked reflective when honestly prac- 
ticed. Regardless of what the terms meant, a bandwagon movement took 
charge, and it became fashionable within science and mathematics educa- 
tion to use “discovery” and “structure” as slogans and rallying cries. 

It was not long before social studies got into the act. The heavy atten- 
tion given to science and mathematics by government and foundations 
resulted in the charge that a lack of balance had appeared in the curricu- 
lum. Devotees of the arts, humanities, and social sciences demanded equal 
attention. By the mid-1960s, there were more than thirty projects in 
social studies alone. Many of these attempted to follow the model set by 
mathematics and science, and were centered around a discipline and the 
method of discovery. 

One of the first disciplines to enter into curriculum-reform competi- 
tion was economics. Led by the Committee for Economic Development, 
the Joint Council on Economic Education, and the American Economics 
Association, a national task-force report outlined the basic content for a 
high-school economics course. The recommended content was concep- 
tual-theoretical, and the preferred method of teaching resembled the con- 
cept of reflective thought found in Dewey’s How We Think. 

Other projects developed—in anthropology, geography, sociology, and 
history. One project, headed by Donald Oliver at Harvard, centered on 
the analysis of controversial issues. It came closer than any other to 
Dewey’s concern with controversy, values, and reflective thought. 

Most of the social-studies projects are still in existence; and because 
they have not completed their work, it is difficult to assess their quality or 
effect. A few observations, however, seem warranted. First, there is in 
most of the projects a healthy emphasis on meaning as opposed to tradi- 
tional valuing of facts and memorization. Second, it is not clear whether 
inductive teaching as practiced in some of the projects is a royal road to 
learning, or a primrose path down which students are led to predeter- 
mined conclusions. Third, the projects, with few exceptions, are non- 
experimental. Rather than test hypotheses, projects have developed 


280 THE SOCIAL-STUDIES CURRICULUM 


“new” and “exciting” instructional materials based upon unexamined 
assumptions. One of the unexamined assumptions is the idea that knowl- 
edge of the structures of disciplines is an essential part of a general edu- 
cation. Little effort has been made to evaluate systematically the learning 
that results from teaching the new materials. It is very doubtful whether 
these new materials are useful for any but the most gifted of students. 
Fourth, many of the project directors have been stridently insistent that 
they are leaders of a curriculum revolution. But not much effort has been 
made to disseminate far and wide the new materials, nor have project di- 
rectors laid claim to definitive answers to the persistent problems in cur- 
riculum and instruction. Consequently, their “revolution” has occurred, 
if at all, in a few pilot schools or involved only isolated teachers. 
Teaching, in general, continues to emphasize memorization of facts with 
consequent neglect of concepts, generalizations, and inquiry. 

Within the next ten years, a rigorous assessment of these new projects 
will no doubt occur. This assessment will put the profession in position to 
determine what to disseminate to whom, and to evaluate the import of 
these projects for the reform of teacher education. 

In the history of social-studies education, content emphases have gone 
through a number of gyrations influenced by the changing cultural cli- 
mate and the expanding ideas of those earnestly seeking to innovate. 
There is little evidence that the outcome of social-studies education is 
today much different from what it was a half-century or more ago. The 
outcome for the typical student still is the acquisition of a hodgepodge of 
memorized, largely standardized facts, most of which he quickly forgets 
because they have little value in out-of-school situations. 

Qualification, of course, is mandatory. There are many individual 
schools and school systems, as well as thousands of individual teachers, 
who accomplish worthwhile results. But there are many more schools, 
school systems, and teachers who do more harm than good. The situation 
has not changed fundamentally from the time three decades ago when 
J. Wayne Wrightstone asserted that social-studies courses had so little 
impact on students that they could be eliminated from the curriculum 
with little or no difference for important educational outcomes.‘ 

We need strikingly different approaches to content selection, organiza- 
tion, and methodology if we are to educate youth concerning social prob- 
lems at a fast enough pace to prevent the problems created by a presently 
out-of-hand technical and scientific world from engulfing us. Sometimes a 
“new” approach has seemed fresh only because of obscuring gimmickry 
or new terminology. With the possible exception of the Oliver project at 


* Morris L. Bigge and Maurice P. Hunt, Psychological Foundations of Education. 
Harper & Row, 1962, p. 3. 
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Harvard, current projects do not promise a sufficiently radical change 
in the aims, content, or methods of social-studies education. The re- 
mainder of this chapter will suggest a way of cutting loose from tradi- 
tional approaches. 


Content as the Data of Reflection 


Instead of restricting our concept of the content of learning to prede- 
termined, formally organized bodies of knowledge, we may think of con- 
tent as the subject matter which functions in the thinking process. The 
content of learning may be regarded as the data of acts of reflective 
thought. 

The content of reflection—in contrast to the content of history, polit- 
ical science, geography, and so on—includes every relevant aspect of the 
mental and physical environment in which a given act of thought occurs, 
everything a thinker brings to bear on a problem. General ideas or prin- 
ciples are prominent among the resources applied to any act of reflection. 
These generalizations supply the assumptions, the hypotheses, and to a 
degree the factual data of an act of thought. They represent the previous 
experience of a learner, as captured in his conceptual structure. An act of 
thought also makes use of concrete sensory data (observations) which are 
either recalled from past experience or obtained through new experiences 
implied by the problem. In short, the content of a given act of thought 
includes one’s own personal resources plus pertinent data from the social 
and physical environment. 

A given act of thought also employs facts, values, and assumptions 
about the nature of thought itself. A person may not be aware of the 
methodological assumptions he is making, he may not realize that if he 
thinks reflectively he is selecting an approach to knowing which is funda- 
mentally different from other approaches he might have selected. Never- 
theless, whether explicit or not, whenever thought. is undertaken such 
assumptions operate. This fact suggests an idea of crucial importance: a 
comparative study of methodologies should be an important part of any 
course in social studies. 

Any act of thought involves selection of resources. A thinker may use 
only those mental, cultural, and physical resources which are pertinent to 
solution of the problem at hand—and no other. He must be able to dis- 
tinguish what is relevant from what is not. He must learn to keep irrel- 
evant resources in the background lest they clog the mind and impede 
thought. 

Content assumes an emergent character. From the standpoint of & 
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learner, it comes into existence as it is needed; it does not have a life inde- 
pendent of his own. During an act of thought, a learner searches for 
usable data. The data which he locates and uses were not data before that 
time. The factual materials from which he draws data may, it is true, have 
functioned as data for a great many other persons. But to an individual 
learner, factual materials are nothing until their function in thought is 
seen. In a very real sense, knowledge does not exist before learning be- 
gins. 


SOME EDUCATIONAL IMPLICATIONS OF VIEWING CONTENT 
AS THE DATA OF REFLECTION 


What does our proposed revision of outlook mean in practice? It sug- 
gests that a prominent part of the content of each learning problem will 
consist of items from the conceptual backgrounds of students: knowl- 
edges, values, and habits which have been acquired in former experience. 
As new problems arise, this conceptual equipment comes into play in new 
ways. We have discussed how necessary it is that teachers understand the 
background students bring with them to a classroom. This aspect of the 
content of any given learning problem is fully as important as content 
which comes to a student from outside himself. 

When a student views learning materials proffered from outside—as 
through a teacher’s lecture—he sees as content only that part which is 
sharply pertinent to his learning problem. Content functions as data or 
evidence, or it is not to be regarded as the content of learning. Unless it 
functions literally as data, it is mere stuff—irrelevant, useless. Now what 
happens if we try to apply such a criterion to the traditional content of 
high-school social studies? It is quite probable that, whatever the problem 
under scrutiny, some traditional subject matter of the social studies will 
be serviceable; but it is also probable that much needed content will not 
be available through the traditional subjects (or will be inaccessible) and 
must be sought. Some of the current projects in social studies promise 
more serviceable content. 

Traditional organization tends to provide materials which are irrelevant 
and to deny use of those which might be pertinent. At first glance, it 
might seem that, if we adopt the idea that the proper content of social- 
studies education is the data of thought, we have rejected all possibility of 
planning courses or preparing teaching materials in advance of actual 
learning situations. However, even though the particular problems which 
a Class will study may not always be predicted with certainty, and even 
though, when a problem has been selected, all needed data cannot be ascer- 
tained in advance, principles do exist for partially solving this dilemma— 
they will be treated later. 
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INSEPARABILITY OF METHOD AND CONTENT 


The curriculum of teachers’ colleges and university departments of 
education is usually separated into two parts: (1) subject-matter courses, 
in which prospective teachers are taught “content,” and (2) methods 
courses, in which prospective teachers are taught something called 
“teaching methods.” This distinction might be a useful convenience if 
everyone recognized its basically fictional character. As it is, the dis- 
tinction does great damage because almost everyone takes it literally. 

The task of selecting and organizing content is methodology in its intel- 
lectual ad pedagogical sense. The right selection and organization of 
content viztually guarantees that reflection will occur among those who 
are exposed to it. If content is properly selected and organized, the tech- 
nique of presentation is not likely to be so bad as to prevent reflection. 
Conversely, the smoothest use of technique cannot produce reflection if 
content is irrelevant, trivial, unintelligible, or otherwise inappropriate. 

Therefore, the statement that a method of teaching is wrong ought to 
mean that the content is wrong, and the statement that content is wrong 
ought to mean that it cannot advance the use of a desired intellectual 
method. A realistic discussion of what constitutes desirable content ought 
to show how that content is going to function in a learning situation, just 
as a realistic discussion of a particular intellectual method ought to reveal 
the kinds of content most appropriate to it. 

If the inseparability of method and content is understood by all, then it 
should be fairly easy to appreciate the significance of the idea that the 
content of education should be regarded as including only the data of 
thought. For this is the same as saying that content, if it is meaningful and 
useful, must be related to an intellectual method appropriate to it. When 
we say that the content of learning is the data of reflection we are saying, 
in a different context, that no content has meaning apart from the method 
by which it is verified and used, an assumption that is basic to many of 
the current projects in social studies. 


Individual Needs Versus Social Needs: 
A False Issue 


Viewing the content of learning as the data of reflection, rather than as 
predetermined collections of facts, poses difficult problems for teachers 
and textbooks writers; it seems to exclude the possibility of selecting sub- 
ject matter in advance of the reflective acts in which it is to be used. A 
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way around this dilemma would appear to be an authentic problem- 
centered approach, in which teaching materials are selected—and text- 
books written—so as to incorporate data which are relevant to existing or 
potential problems of students. Such content may be regarded as truly 
problem centered; it has the general characteristic of presenting con- 
trasting or conflicting ideas and the factual data pertinent to them. 

There still remains the question: Which problems are to be selected for 
study? We have suggested elsewhere that problems should be selected in 
such a way that they will involve beliefs that are widely held by students 
and have broad social significance. This principle, although useful, does 
not, without further clarification, move us entirely out of the woods. 
High-school students have acquired hundreds, if not thousands, of beliefs 
about matters which might be judged socially important. Limitations of 
time and energy make it impossible to raise for reflective examination 
propositions corresponding to all of them. 

The fact that many beliefs can never be challenged is less disturbing if, 

_in the process of testing some beliefs, students have conceptualized a 
method of problem solving which they can apply widely. As suggested 
earlier, a study of reflective methodology per se should make up an im- 
portant part of the social-studies curriculum. 
, Does this mean that so long as students can be taught a general meth- 
odology it does not make much difference what specific subjects they 
study? Undoubtedly, if the sole aim of a teacher is to get reflection along 
with some conceptual understanding of the reflective process, one item of 
subject matter (so long as it conforms to the general requirements of re- 
flective content) may serve as well as another. If a teacher’s only aim is 
this, his students may do as well by concentrating on the study of football 
plays as by concentrating on, say, the behavior of Congress. 

However, most persons believe that some ideas and issues of American 
culture are in greater need of reflective scrutiny in our schools than are 
others. This view demands some discussion of the whole notion of need 
and the controversy which surrounds this term. 


EDUCATION AS BASED ON NEEDS OF CHILDREN 


Almost everyone agrees that public education should in some way take 
cognizance of the needs of children and youth. But not everyone agrees 
on what children need or on just how education should deal with needs, 
even if they could be determined. One group of progressives has insisted 
that no one can know the needs of a child better than the child himself. 
According to this group, children should be encouraged to tell about the 
problems that they feel right now, and school programs should be ad- 
justed to deal with them. 

Other groups feel that, although schools should not ignore immediate 
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felt needs of pupils, other needs, of which children and youth are largely 
unaware, should be served by the curriculum in whatever ways adults 
deem best. For example, children have a need (which often they do not 
recognize) to prepare for various aspects of adult life; and only adults are 
likely to understand such a need. Children also need (which they seldom 
understand or appreciate) to become wise citizens. This need must be 
met if the standards of the social group are to be served. 


EDUCATION AS BASED ON NEEDS OF SOCIETY 


We may identify another position, which tends to disregard, or at least 
offer a different interpretation of needs of children as a criterion for 
selecting content: Educationists should look first at the social order before 
trying to construct curriculums. They should seek to identify the most 
pressing societal needs and then see that children are so educated as to 
meet them. 

For example, it might be ascertained that the nation has failed badly in 
relation to some goal which is generally acceptable. Democratic principles 
may be in process of violation. Economic difficulties or the specter of war 
may confront us. Youth should study these problems and should be 
taught the necessary knowledges and skills which will enable them, as 
adults, to reduce them. 

This general point of view is not much different from the modification 
of the outlook first stated in the foregoing section, to the effect that 
although the needs of children and youth should be the basis for cur- 
riculum building, adults are best able to determine what these needs are. 
The focus is somewhat different, however; the one position focuses on 
students, the other on the social order. 


EDUCATION AS BASED ON PERSONAL AND SOCIETAL NEED 


There is a third position which reconciles the two approaches de- 
scribed above. If one accepts the culture concept of sociologists and an- 
thropologists, it follows that an individual personality is always a product 
of its surrounding culture. Without culture (in the sociological sense of a 
total way of life) a human being is devoid of personality—and, one 
might add, of needs. According to the culture concept, the personality of 
each individual is simply an extension of the beliefs, customs, attitudes, 
needs, values, and habits of the group in which he lives. This does not 
mean that there is no such thing as individuality, but that even the most 
rugged of individualists derives the greater part of his personality from 
his social environment. 

The aspirations and frustrations of any individual are likely, therefore, 
to resemble closely those of numerous other members of the same cul- 
ture, or subculture. Personally felt problems will have a large element of 
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commonness and be closely related to pervasive social conditions because 
they are a result of problem-generating features of the culture. Individual 
emotional conflicts, for example, develop from discrepancies and incon- 
sistencies in the surrounding social situation. A culture which was inte- 
grated in its central values, or which possessed a satisfactory means for 
dealing with inconsistencies, would not produce personalities torn asun- 
der with emotional conflicts. 

Acceptance of this third position enables one to avoid certain dilemmas 
involved in acceptance of either of the other two positions. Curriculum 
planners often develop two lists of problems, one “personal” and the 
other “social,” implying that social problems are not personal and that 
personal problems are not social. Yet it should be apparent that a problem 
of any kind is always personal in the sense that it is held by a person, or 
persons, and that every personally held problem has social consequences. 
A person who is unemployed, unable to support himself and his family, 
and looking for work certainly has a personal problem. But the fact that 
he is unemployed stems from a social problem and in turn produces cer- 
tain social effects; and the way he solves his problem will have still other 
effects. 

Likewise, a person who is expected to study unemployment as a social 
problem will not be motivated to do so except as he comes to feel per- 
sonally that this social problem is his problem. Not that he must become 
unemployed in order to feel the problem of unemployment. As a matter 
of fact, the most objective and highly motivated studies of unemploy- 
ment have been made by employed persons. But such a person must be 
able to identify with the unemployed person. He must have enough 
imagination to see how the unemployment of any person tends to affect 
his own income, cost of living, job opportunities, chances for war or 
peace, and so on. 

This analysis illuminates the fact that means and ends are so continuous 
with one another that the actual meaning of any need is found in the 
means for achieving it. Thus it is unrealistic to categorize needs as social 
and biological. The need for food, for example, is usually considered bio- 
logical, but a moment’s reflection will show that this need has no meaning 
until food is defined. In some cultures, a plate of fried grasshoppers 
would meet the need for food whereas a broiled steak would be more 
. acceptable in the American culture. 

Cultural analysis of personality and the problem of needs makes it clear 
that there is a large class of problems which in content are at the same 
time both individual and societal. Any problem of this class will be felt 
personally by large numbers of individuals; it will also correspond to one or 
more broad social issues. Education concerned with these serves at the 
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same time the needs of individual students and the larger social group, and 
meets both felt and imputed needs. This does not mean that the content 
of education is never imposed, for an individual often fails to see a re- 
lationship between his frustrations and the broader social maladjustments 
in which they are rooted. 


UNRECOGNIZED CULTURAL CONFLICTS 


According to the cultural approach, the term need is a value term in 
the sense that the culture (1) values the absence of certain frustrations 
and (2) cherishes certain means for reducing frustration. The larger 
American culture, for example, does not condone a person’s meeting his 
need to achieve by robbing banks. Because needs are cultural in their 
origin and social in their meaning, there is no escape from the practice of 
imposition in education. Much trouble today arises from the fact that the 
culture through its schools imposes conflicting values upon individuals 
with the result that many persons do not know what they need. 

In the United States today, there are many problems which cause great 
emotional disturbance in individuals in spite of, or perhaps because of, the 
fact that they are but dimly sensed or understood. Persons with such 
problems know that there is something wrong with their lives. They feel 
unhappy, lonely, frightened, or insecure and yet cannot tell why. Some 
of this confusion is plainly due to the fact that the culture tends to ob- 
scure and conceal from them the sources of their difficulties. 

Since personal problems which are rooted in unrecognized cultural 
conflicts cannot be effectively verbalized by troubled individuals, certain 


psychoanalysts have turned to a study of culture as they seek to clarify 


the role of the unconscious in the neurotic lives of their patients. In their 


therapy, they recognize that an untrained individual finds it difficult to | 
analyze the culture objectively; he takes the culture for granted, assuming | 


that because it is so familiar to him its structure must be logical, right, and 


natural. Cultural anthropologists and psychiatrists know better; they 
know that the culture may generate severe conflicts, which are under- / 


stood but dimly, if at all, by persons suffering them. 

In the future, curriculum making probably will rely heavily on data 
supplied by sociologists, anthropologists, psychologists, and psychiatrists. 
A number of professional educators are already working closely with 
scientists in these fields. The field of psychology has, of course, been an 
adjunct of education for more than half a century, but in the main its 
contribution has not been of the kind suggested here. Only recently have 
psychologists become interested in discrepancies of the culture as a source 
of intrapersonal conflict. 


_ 
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A Recommended Approach to Selection of 
Subject Matter in the Social Studies 


We are now ready to suggest a purpose for social-studies education 
which takes into account both method and content: The foremost aim of 
instruction in high-school social studies is to help students reflectively 
examine issues in the problematic areas of American culture. 

/ According to this statement of purpose, teaching materials should be 
\drawn from a selection of conflicting propositions in such controversial 


Bes as race and minority-group relations, social class, economics, sex, 


courtship and marriage, religion and morality, and national and patriotic 
beliefs, plus a wide range of relevant data to be used in testing them. 
Many of these propositions will be derived from, or correspond to, the 
values, beliefs, and attitudes of high-school students. One might say, 
therefore, that in any given learning situation teaching materials should 
be drawn from (1) broadly social and highly controversial issues of the 
culture; (2) knowledges, values, and attitudes of students; and (3) rel- 
evant data of the social sciences. 

One reason why social-studies education should focus on issues in prob- 
lematic areas is that it is here that personally felt problems (particularly 
intrapersonal conflicts) tend to intersect with pervasive and troublesome 
cultural issues. To study such problems provides a way of meeting both 
individual and social needs, by reducing the amount and intensity of 
intrapersonal conflict and by making such conflict more manageable as it 
arises. It is to be hoped that society will thus gradually achieve a clearer 
sense of direction, more harmony and cohesiveness, and fuller realization 
of the democratic idea. 

Many objections will be raised to the above statement of purpose, 
method, and content. Some persons will argue that, if a policy of reflec- 
tive learning is to be pursued at all, it should be followed only in connec- 
tion with problems unaffected by strong emotional blockings, that fur- 
ther attempts to study problematic areas in the schoolroom not only will 
inflict on teachers the wrath of organized interest groups in the com- 
munity but, because the same taboos operate in the minds of students as 
in the minds of parents, will necessarily be unsuccessful. It is thought 
that students, like their parents, believe what they want to believe— 
particularly in the problematic areas—and that attempts to produce 
reflection will not overcome this habit. 

The task of getting students themselves to reflect on highly contro- 
versial matters has at least been made easier by knowledge gained from 
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experience in psychiatry and group dynamics (see Chapter 9). Our con- 
cern now is to examine whether a teacher may reasonably expect to 
succeed (i.e., to produce reflection and help students achieve more har- 
monious and adequate beliefs), if he focuses his instruction on prob- 
lematic areas. Assuming that the proper emotional climate has been 
achieved, there are at least two reasons why a teacher can expect success. 

First, it is impossible to induce serious reflection in students unless they 
can be made to feel a problem. Reflection is hard and often painful work. 
Unless a fairly pressing or enticing reason has emerged, very few persons 
will willingly engage upon it. It is in the problematic areas that the great 
controversies, perplexities, and doubts of adolescent youth occur. A skill- 
ful teacher should be able to produce a higher level of motivation 
through study of issues in problematic areas than through study of almost 
anything else. It is true that beliefs in these areas are deeply cherished and 
that this may produce a serious barrier to reflection; but, by the same 
token, a teacher can usually create a reason for reflection by showing 
how one cherished belief is incompatible with an equally prized one. 

Second, young people are reputedly more flexible and open-minded 
than adults. There are no problematic areas at all in the outlook of a very 
small child. It is education, both formal and informal, which gradually 
closes certain areas of living to rational discussion. However, the high- 
school period is also a time when youth begin to wonder about many of 
the beliefs they have learned to take for granted. Intellectual interests of 
many young persons reach their peak at this time. Serious doubts develop 
as it is noted that adults do not always practice taboos which they have 
taught children to embrace. Faith in the omniscience of adults is shaken 
and one may note a general tendency to rebel against parental authority. 
Given the storm, the stress, the uncertainty, and the rebelliousness of this 
period, a serious threat to social stability results from any educational 
program which fails to take advantage of the motives for reflective study 
which develop during the high-school years. 

Many adults fear that tender young minds will not be able to under- 
stand the more serious controversies of life. Actually, the so-called tender 
young minds are more likely than adult minds to profit from reflective 
study of deeply controversial issues. If it is postponed until adulthood, 
such study never is likely to occur. 

The fear that youth will accept “wrong” beliefs if they open their 
minds to new ideas is actually only a fear that they will accept different 
beliefs. This is not necessarily the outcome. Reflection may fortify or it 
may undermine conventional beliefs. There are no prior guarantees as to 
what conclusions it will produce, but a great many conventional beliefs 
can emerge from reflective scrutiny more strongly accepted than before. 
The aim of reflection is never to destroy a belief, but to evaluate it in 
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light of the best evidence and logic. Reflection can only guarantee the 
emergence of beliefs which are relatively more adequate and harmonious 
than the ones young persons normally hold. 


Curriculum Organization for a Reflective 


Approach to Learning 


STANDARD SUBJECTS AS BURDENED WITH 
IRRELEVANT CONTENT 


Much of the subject matter of standard social studies is irrelevant to 
problem solving in areas of ideological controversy. Learning materials 
are relevant when they can set and clarify problems for students or move 
_them toward conclusions, preferably in the form of generalizations which 
have predictive value. If materials are unrelated, or cannot be related, to 
any imaginable values, beliefs, or attitudes of students, it will be difficult 
and probably impossible for them to supply content for reflection. This 
does not mean that a student must have an attitude toward the tariff, for 
example, in order to learn reflectively about the tariff. He may have an 
attitude toward something else—say, the cost of living—which can be 
clarified by his introduction to scholarly studies of the tariff. 

Inclusion in the standard subjects of irrelevant material is not in itself 
an argument against a curriculum of separately organized subjects. We 
might retain our history, geography, and civics courses and, by proper 
revision of the subject matter in each, create courses far more provoca- 
tive and useful than anything we now have. There is another respect, 
however, in which a curriculum of separately organized courses is less 
than ideal. 


LIFE PROBLEMS AND SUBJECT-MATTER BOUNDARIES 


The content of any act of thought is likely to cut across subject-matter 
/ boundaries. Life problems of students almost invariably extend across 
more than one field of inquiry, unlike textbook problems of history, po- 
litical science, economics, or any other social-science subject. If any issue 
of broad social import is to be understood, probably it can best be done 
through study of data from several of the social sciences and perhaps a 
number of other fields as well. For example, problems of race cut across 
the fields of politics, economics, religion, biology, psychology, and prob- 
ably others. In commenting on the curricular consequences of a separate- 
subject organization, Professor Harold C. Hand said: 

“In consequence of this conflict of inner logic—i.e., the inner logic of 
real-life-problem-solving vs. the inner logic of oat subjects which 
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at best admits of but incidental attention to such problems—efforts to 
functionalize the traditional high school subjects invariably and inevitably 
result in asking the teacher simultaneously to serve two contrarily- 
oriented masters. That this is frustrating in the extreme, there can be 
little doubt—as any number of intelligent and conscientious teachers will 
testify. What is more important, the traditional master almost invariably 
wins out in this unhappy and unequal struggle—to the educational ne- 
glect of society and youth, as we have demonstrated. If the course is 
labeled “English” or “social studies” or any other name identified with a 
recognized body of more or less standard subject matter, the teacher is 
conscience-stricken unless he gets across at least a respectable minimum 
of whatever this subject matter may be. This he usually does regardless 
of the fate of the problems with which he is also supposed to be dealing. 
But this neglect of problems also induces feelings of guilt, it must be rec- 


ognized. What this adds up to is scarcely a recipe for good mental 
health.” ® 


THE LOGIC AND PLAN OF THE CORE CURRICULUM 


The core curriculum, or course in “common learnings,” has been 
proposed as a solution to this conflict. Although many of the standard 
school subjects are retained for purposes of specialization, the most 
important offering of the curriculum focuses deliberately on problems of 
living. A block of time, two or more hours, is reserved for their study, 
and teachers responsible for this are freed from other subject-matter 
commitments. Experience to date suggests that teachers working with a 
core curriculum have not always understood the pedagogical implications 
of a reflective approach to learning. Teachers who are free to organize a 
_ core along lines most congenial to a reflective approach may be helped by 
\ the following suggestions: A core should be problem centered, and organ- 
) ized on the basis of a series of apparent contradictions in belief in prob- 
_ lematic areas of the culture which we might expect to be shared by most 
' students. Work should be organized in a sequence of blocks, one on the 
study of discrepancies in our racial ideology, another concerned with 
discrepancies in our beliefs about government and politics, another with 
discrepancies in our economic thinking, and so on. Ideally, all the major 
problematic areas would be covered in such a core, although probably not 
} in any one year. In fact, it might be advisable to limit a single year to 
_ exploration of no more than two or three broad problem areas. 


° B. Othanel Smith, William O. Stanley, Kenneth D. Benne, Archibald W. Ander- 
son (eds.), Readings in the Social Aspects of Education, Interstate Press, 1951, pp. 
387-388. 
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Although a core of this sort would inevitably “integrate” the social 
studies and embrace data from fields such as literature, psychology, phil- 
osophy, human biology, and perhaps other fields, it would not integrate 
/ simply for the sake of integration. The focus would always be on a prob- 
lem and what is needed to study it. Irrelevant material would be rigor- 
ously excluded. The study of a particular issue might be regarded as a 
“anit of work,” provided unit is defined broadly to refer to the experi- 
ences related to reflective study of an issue. 


ACHIEVING A ‘CORE APPROACH” IN SUBJECT-CENTERED 
COURSES 


Some teachers have revised their traditional courses in an attempt to 
make them serve better the needs of reflection. One teacher who had 
been teaching literature for thirteen years was assigned in his fourteenth 
year to a class in eighth-grade geography. Since he knew very little ge- 
ography, he found it convenient to cover the textbook page by page in 
traditional recitation style. However, it soon became evident to the 
teacher that only a few of his students understood what was covered, and 
that student interest was lagging. 

He solved this problem by sharing it with his students. Exploring with 
them the problem of making the course more worthwhile, he discovered 
that they were much interested in understanding conflicts between the 
United States and the Soviet Union. He and the class agreed that some 
knowledge of geography would help them to understand these conflicts, 
also that knowledge other than the “purely geographical” would be es- 
sential. It was decided to make a rather thorough study of conflicts 
between the two nations and to utilize geography only as needed. 

As study developed, students learned relevant history, economics, 
philosophy, political science, and geography. They also acquired skill in 
letter writing, public speaking, interviewing, chart and map interpretation, 
and simple statistics. The course ceased to look like geography. The 
casual visitor would have thought he was observing a class in contempo- 
rary problems. A geography class altered in this way may acquire many 
characteristics of a core. In fact, it may achieve a more fruitful inte- 
gration of data than a “core” taught by a less understanding teacher. 


Some Specific Problems in Curriculum Making 


We have suggested that curriculum making in the future will involve 
(1) problematic areas of culture; (2) attitudes, values, and beliefs of 
students; and (3) data relevant to the testing of student attitudes, values, 
and beliefs in the problematic areas. Each of these tasks presents its own 
problems, but in no case are the problems insurmountable. 


THE CONTENT OF THE SOCIAL-STUDIES CURRICULUM 293 


WHAT IS A PROBLEMATIC AREA OF CULTURE? 


In order that we may communicate with full clarity our position toward 
curriculum making, it is essential that the reader have no doubts concerning 
what we mean by the expression “problematic areas of culture.” As we 
define this expression, it has at least two broad dimensions. First, it is 
an area of culture in which attitudes, values, beliefs, and purported knowl- 
edge are frequently and often highly contradictory. Put differently, it is 
an area of culture ridden with uncertainty—an area fraught with “loose 
ends.” Ideas simply do not jibe or “add up.” Perhaps an apt term would 
be “irrational,” except that the concept, irrational, covers somewhat more 
than what we intend. Our focus is upon inconsistency and ensuing con- ; 
fusion. Second, a problematic area of culture may or may not be char- 
acterized by widespread closed-mindedness. If an individual exhibits such 
a rigid personality structure in certain areas of interest that he finds it 
psychologically impossible to entertain new evidence, then, for this per- 
son, the area of interest concerned properly can be labeled a “closed 
area.” It is not open to reflective inquiry; insecurity prevents entertain- 
ing doubt concerning traditional views and hence any effective thought 
about how problem solving might proceed. 

Since we will use the concept of closed areas of culture from time to 
time in this and ensuing chapters, some qualifications are necessary. A 
touchy area of cultural interest—such for example as race relations—is 
always more-or-less closed. Many persons are able to reflect upon the 
problems involved with minimal prejudice—a prime example, perhaps, 
being cultural anthropologists. On the other hand, persons with a strong 
racist orientation are quite likely to be unable to think reflectively about 
any aspect of race—their capacity for reflection is, so to speak, in a state 
of paralysis. These same persons, however, might be able to cast and test 
hypotheses reflectively in many other areas of interest—for example, in 
directing a business enterprise. 

Almost everyone has at least a few closed areas but some persons have a | 
great many more than do others and what is closed to one person may be | 
quite open to another. Nevertheless, in the chapters of cultural analysis 
which follow, we shall suggest those areas for which evidence suggests 
that large numbers of persons have minds closed to factual evidence. All 
of the cultural areas which we shall treat are problematic, however, in the 
sense that whether or not they may represent closed areas to many per- 
sons, they are at least areas in which a great amount of inconsistency, 
confusion, and ignorance are apparent. 


WHAT PROBLEMATIC AREAS SHOULD BE STUDIED? 


How should a curriculum maker select which problematic areas to 
treat in the social studies? Answering this question is not as difficult, per- 
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haps, as it seems. A teacher needs to ask questions such as, “Is this an area 
of wide social concern, an area generating problems for large numbers of 
Americans?” “Is this an area which, in addition to widespread concern, is 
also of concern to my own students?” “If it is not of concern to my 
students, am I likely to have reasonably good luck in getting them con- 
cerned?” “Is this an area which I am capable of handling competently?” 
“Will we have in this school and community, or in what we can secure 
from elsewhere, teaching materials containing sufficient relevant factual 
data so that beliefs may be tested reflectively?” And last, “Is this an area 
too touchy to treat openly in the classroom in this particular com- 
munity?” 

The eight problematic areas to be explored briefly in the following 
chapters were not selected arbitrarily. The authors feel that they all 
exemplify the criteria implied in the foregoing questions, except, perhaps, 
under certain circumstances, those of teacher competence and undue 
touchiness. Our main problem was to limit. For example, we would have 
liked to have written chapters on “Life and Death,” in which we would 
have delved into issues such as euthanasia, suicide, abortion, the “funeral 
racket,” and capital punishment, “The Puritan Ethic and Drugs,” in which 
we would have explored the extent to which present-day beliefs are not 
based upon scientific knowledge but upon the notion that the use of any 
drug which contributes to pleasure is a sin and its use should be punished 
—without respect to the harmfulness physiologically of the drug—and 
(related to this) our extraordinarily irrational means of handling the 
“narcotics problem”; and “The Lower Third,” in which we would have 
treated in a way impossible in the chapter on economics the poverty of 
hundreds of thousands of Americans, which in many cases equals that of 
the most impoverished of Asia, Africa, or South America. 

Teachers will select for study whatever makes sense with any given 
class in any given year. Their selections will change from year to year. 
And this will only make social studies what they should be: evolving, 
fluid, relevant—and exciting. 


Attitudes, Values, and Beliefs of Students 


Here again, a review of definitions is in order. An attitude is an un- 
verbalized tendency to act in a given way in a given situation. Since 
attitudes are unverbalized, we can not work with them directly. We must 
help students verbalize their attitudes. But when an attitude is verbalized, 
it then is on the way to becoming a value. A value is a preference, a like 
or a dislike, which presumably a person has to some degree thought 
about. In any case it can be talked about, ie., verbalized. 

Without care in definition, the term belief can cause us the most 
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trouble. To many persons, when reference is made to a person’s beliefs, it 
is immediately assumed that what is meant is religious faith. But belief has 
broader meanings. According to Webster’s Third New International Dic- 
tionary, a belief may be “a statement or body of statements held by the 
advocates of any class of views.” Note the expression, any class of views. 
This means one could have beliefs about anything. A belief, then, can 
mean any statement that a person feels pretty sure is true. A belief is held 
on the basis of some kind of evidence, no matter how flimsy; otherwise, it 
should be called “an article of faith.” 

It suits our purposes better in this writing not to tie the term, belief, 
down to extreme conviction—a belief might be lightly held or a person 
might be willing to die for it. Furthermore, it serves us better not to limit 
belief to statements which are always highly value laden; otherwise, it 
would not make sense to say, “I believe my car is out of gas.” The sim- 
plest definition of belief which Webster’s dictionary gives is “[a statement 
to which one gives] intellectual assent.” This is the definition we shall use. 

Teachers need to know as much about the beliefs of students as pos- 
sible. In fact, our major contention—we have said it differently else- 
where—is that the only justifiable purpose of instruction in the social 
studies and probably all other subjects is to encourage the reflective test- 
ing of beliefs. This can hardly be done if a teacher does not know what 
the beliefs are. Of course, in the process of learning, some teachers co- 
operate continuously with students in the forming of belief: these teach- 
ers can scarcely help but know. 

The beliefs most important for learning are those students bring to 
school with them; these are also often the most difficult to discover. Be- 
liefs are held at differing levels of privacy. These levels are depicted sche- 
matically below. Placement of rings away from the center reflects in- 
creasing “openness,” or willingness to expose beliefs to others. 


hi Wl) hy]e 
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1. Beliefs a student is willing to expose to teachers, parents, and other 
adults. 

2. Beliefs a student is willing to expose only to members of his peer 
group. 

3. Beliefs a student is willing to expose only to a selected number of 
his peer group—an intimate clique or gang, perhaps. 

4. Beliefs a student is willing to expose only to one or a very few 
of his most intimate associates—to his “best pal,” let us say. 

5. Beliefs a student is unwilling to expose to anyone. 


It is our contention that students should be provided with data to test 
beliefs at all of these levels of privacy. It is easy enough to get at beliefs 
of type 1. We have no excuse for ignoring these. But how do we dis- 
cover beliefs at the other levels? Simply as teachers, we learn a good 
deal—but not all—about student beliefs of type 2. We pick up a part of 
the general peer-culture belief pattern more-or-less accidentally—via the 
overheard conversation, the intercepted note, the occasional confidential 
statement made to us by students with whom we have exceptionally high 
rapport, etc. 

But we suspect that often teachers know very little about belief pat- 
terns of types 3, 4, and 5. Yet, it is at these levels that student beliefs are 
most likely to pose problems both to students themselves and to adults. 
At level 3, for example, we may have a clique of half a dozen or so stu- 
dents who believe it morally acceptable for them to form a “sexual in- 
tercourse club,” and translate this belief into action. Most problematic of 
all are beliefs of type 5. These are likely to involve severe conflicts and 
accompanying emotional disturbance. They may be highly individu- 
alized or may represent a somewhat common pattern within a particular 
peer group. If we could but know these beliefs, we might be able to 
make accessible to students data which would be of enormous value to 
them in helping them achieve a workable reconciliation of conflict. 


THE FRESNO STATE COLLEGE STUDY OF STUDENT BELIEFS 


This study, which attempts a unique method of exposing student be- 
liefs in problematic areas of culture, with primary focus on beliefs in 
closed areas, is still in progress, and results have not yet been formally 
published. It was designed as a tool which any classroom teacher of the 
upper grades could use, although we concede that it is more likely to 
produce valid results on a college than on a high-school level. 

Beginning in the fall of 1964, one of the authors (Hunt) conceived the 
idea of having his students write “tattle-tale” papers about other stu- 
dents. To ensure some degree of objectivity, the students reported upon 
were to be in no way identified, except by broad categories, such as sex, 
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political affiliation, religious affiliation (if any), and age. The detailed as- 
signment sheet, which has remained unchanged, requested students to 
report on others in the 18- to 25-year-old range. Furthermore, the assign- 
ment gives rather explicit instructions as to where—in a physical sense— 
to obtain information. Students are asked to keep ears and eyes open in 
any intimate, bull-session types of interactivity—e.g., sorority and fra- 
ternity houses, college dorms, parties, dates, campus coffee shops, and 
spontaneous gatherings. 

In order to limit the number of subjects reported upon to a manage- 
able number, the instruction sheet lists ten categories of assumed prob- 
lematic areas; these are reproduced verbatim below. 


1. Politics, political parties, and government (either local, state, or national). 
With respect to national government affairs, our foreign policy, among other 
things, would make for interesting comment. 

2. Law, law enforcement, the courts—in short, our legal system. (Are the 
laws rational? Are they enforced as they should be? Is there justice in the 
courts? Is the Supreme Court doing a good job? Etc.) 

3. The American economic system (report particularly on controversial 
matters, such as the proper role of the federal government, socialized vs. pri- 
vately owned enterprise, taxation, monopoly, and the like). 

4. Religion and the church. (How seriously do your fellow students take re- 
ligion, what kinds of beliefs about religion do they have, what do they believe 
about church attendance, etc? ) 

5. Social class (report on whether students seem “class conscious,” whether 
they take social status seriously, what they think about “social climbing,” 
whether they think some groups of students are socially “better” than others, 
etc.): 

6. Race and ethnic group (useful would be student opinion about how 
minority races should be treated, interracial socializing, dating, marriage, 
whether some races and ethnic groups are inferior to others, etc.). 

7. Sex in any of its ramifications (relevant material would be student opinion 
on premarital sex relations, intimate petting, homosexuality, masturbation, and 
whatever else you may have heard opinions on). 

8. Dating, courtship, marriage, and man-woman relationships generally (rel- 
evant would be opinions on “going steady,” proper length of courtship, degree 
of intimacy desirable between betrothed couples, fidelity in marriage, who 
should be “head of the family” etc.). 

9. Morality in matters other than sex (under this head, report student 
opinion on what some persons think of as “vices”—drinking, gambling, smok- 
ing, telling risque jokes, using earthy language [such as the “four-letter 
words’’], swearing, reading so-called “naughty” books, etc.). 

10. Education (relevant would be beliefs on such matters as whether stu- 
dents think their precollege schooling was worth much, what was good or bad 
about it, and what is good or bad about the colleges or universities they have 
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attended—thinking in terms of quality of instruction, usefulness of course con- 
tent, adequacy of counseling, worth of extracurricular activities, etc.). 


In an attempt to ascertain what students talk most about, they are in- 
structed to select from two to four of the above ten groups—the two to 
four which they hear discussed most frequently in situations which are 
relatively intimate and uninhibited. The assumption underlying this in- 
struction is that when away from adults, and among their peer group, a 
small clique of best pals, or one or two of their most intimate friends, 
they will reveal beliefs in categories 2 to 4 (see page 296). 

Upon reading the first few papers received in 1964, an interesting 
phenomenon immediately became evident. Although students were 
warned rather sternly in the assignment to keep their own beliefs to 
themselves, and to report only beliefs expressed by others, it was obvious 
that they were revealing unwittingly many of their personal values and 
beliefs. Even though this had not been the original intent of the research 
design, students were, to put it bluntly, tricked into—to them unknown 
—giveaways. Papers received each semester since then increasingly con- 
firm this tendency. Apparently, it is most difficult for a person to write 
about others without revealing much of himself. 

Our tentative conclusion to date is that this approach to value and be- 
lief research has certain inherent weaknesses as well as strengths. First, 
results reflect (with some exceptions) the ideological patterns of but one 
region—the San Joaquin Valley of California. This is a conservative area 
because it is “rooted in the soil.” Second, evaluation of results is subjec- 
tive and the investigator may very well misinterpret the written material 
he has before him. On the other hand, a few semesters of practice with 
this device undoubtedly teaches the researcher a great deal about how to 
interpret—just as practice is required to interpret a Rorschach, TAT, 
HTP, and other tests which have as their purpose tricking individuals to 
reveal values and beliefs which they would not do if confronted with a 
direct Gallup-poll type of “What do you think . . . ?” question. 

Although this study is still underway (it is projected as a five-year 
study ), several tentative conclusions appear warranted: 


1. After discarding all papers which seem shoddily done or “dreamed 
up” at the last moment, the researcher has obtained a respectable sample 
of what appear to be revealing papers—3o1 to be exact (through the 
spring of 1967). 

2. By using inference—“reading between the lines’”—the researcher 
can glean much from the papers other than what is overtly written. De- 
spite the subjectivity of such inferences, they are informative. For 
example, does a girl who writes mostly about sex, but who inserts state- 
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ments deploring an interest in sex, have on her mind much of the time 
problems involving sex? One would presume so. 

3. Except for two semesters, results have settled into a relatively stable 
pattern so far as prevalent student interests are concerned. The same is 
true of the pattern of beliefs revealed. The overall patterns and the devi- 
ations are shown in the three tables below. 

4. Using as a base previous researches into student opinion elsewhere, 
we seem to be getting at Fresno a pattern which is more general, more 
national, and less regional, than was anticipated. 

5. Within the Fresno student culture, there are certain small subcul- 
tures which deviate more from the norm than was anticipated. 

6. Students are more candid than anticipated—except for about 25 
percent who have strong religious attachments or other intellectual com- 
mitments which cause them to “clam up.” 

7. [he device here reported appears to be a very useful adjunct to 
other established devices for studying relatively private values and be- 
liefs. Its unique value lies in the fact that it lends itself more readily than 
other devices to classroom or other group use by teachers who lack time 
and training to use other depth techniques. 

8. Probably much can be inferred about the beliefs of high-school 
students through studying those of college students. The age gap is not 
great. We assume that most high-school students tend to hold as “emer- 
gent beliefs” those which their older brothers or sisters in college have 
firmed up. 

The three tables that follow indicate major areas of interest, by per- 
centage, of “subjects most talked about in intimate situations.” The first 
is a composite of all quality papers received to date. The second indi- 
cates the results of the fall of 1964 when there was a presidential elec- 
tion. The third shows the results of the spring of 1967 when, for some as 
yet unknown reason, religion outran sex as the most popular subject of 
conversation. 

Some observations concerning what appears below seem desirable: the 
investigator at this time does not wish to push interpretation very far 
because it may influence results of the next two year’s study (many 
of the students in his samples are likely to have read this.) One fact 
might at first glance appear puzzling to a reader. In each of the re- 
productions of statistics below, the percentages add up to far more than 
100 percent. This is explainable on the basis that each student reported 
on more than one category—almost all on 3 or 4—and their responses 
therefore appear more than once. 

One interesting fact is that, considering all useable papers tallied to 
date, an almost equal number of students report on religion and sex. Note, 
however, that in the spring of 1967, 54.7 percent reported religion as 
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ComposITE oF ALL Quatity Papers ReEcelvep To DATE 


Number in sample: 301 








CATEGORIES ON WHICH PERCENT REPORTING 
STUDENTS WROTE ON EACH SUBJECT 
Politics 30.8 
Law 8.6 
American economic system 6.6 
Religion 55.8 
Social class 16.9 
Race 39.8 
Sex 59.8 
Dating, courtship, & marriage 27.9 
Morality 2522 
Education 3253 





Quatity Papers, FALL, 1964 


Number in sample: 40 


CATEGORIES ON WHICH PERCENT REPORTING 
STUDENTS WROTE ON EACH SUBJECT 
Politics 92.5 
Law 12.5 
American economic system 20.0 
Religion 70.0 
Social class 45.0 
Race 50.0 
Sex 80.0 
Dating, courtship, & marriage 45.0 
Morality 65.0 
Education 47.5 





among the topics most frequently discussed but only 52 percent so re- 
ported on sex. In the fall of 1966 (not shown above) 65.1 percent reported 
on religion, 54.5 percent on sex. This marks a sharp reversal since during 
all preceding semesters (except fall 1964) sex was the subject reported as 
one of the most widely discussed among Fresno State College students. 
Are students at this school becoming more religious and less concerned 
with sex? A careful study of conversations reported reveal that this is 
not the case: if anything commitment to religion is decreasing while that 


te 


/ 
/ 
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of sex holds about steadily. Reasons for this will be published in a mono- 
graph after the conclusion of the study two years hence. 

The reason for the high interest in politics in the fall of 1964 should be 
obvious: it was a presidential election year and at the time there appeared 
to be a very marked, and seemingly crucial difference, between the candi- 
dates. The fall of 1966 was a gubernatorial election year in California. 
The students reported that less than 28 percent of the time was politics 
a subject of conversation—apparently they much preferred talking about 
religion and sex than about Reagan and Brown. 


Qua.iry Papers, SPRING, 1967 


Number in sample: 73 








CATEGORIES ON WHICH PERCENT REPORTING 
STUDENTS WROTE ON EACH SUBJECT 
Politics 20.5 
Law 6.8 
American economic system 27 
Religion 54.7 
Social class 16.4 
Race 38.3 
Sex 52.0 
Dating, courtship, & marriage 21.9 
Morality 32.8 
Education 30.1 





/ 
To imaginative teachers, the research reported above may suggest 


other approaches more suitable for high-school use. For example, stu- 
dents might be asked to react to problematic case studies in writing. 
Much can be learned directly or through inference from such devices. 


THE DATA OF REFLECTION 


Data used to test student beliefs will include other student beliefs— 
often of the same student whose belief is undergoing test. If a student 
sees that he holds two mutually contradictory beliefs, then the process 
of testing has begun—even though it yet may have a long way to travel. 
Similarly, when, in discussion or in other teaching situations, the be- 
liefs of a group of students bang up against one another, the process of 
testing has begun for many students. Material injected by the teacher— 
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anecdotes, statements of belief, reading of statements of others, and the 
like—also provide data to start the testing process. 

But serious testing proceeds only with the use of factual data. As we 
have defined belief, it is impossible to draw a sharp line between the 
meanings of belief and fact (just as it is to draw a sharp line between 
opinion and fact). We will use the term, fact, with a definite connota- 
tion, however. It will refer to assertions that have been tested by those 
best equipped to do so—the experts in a given area. If specialists in dem- 
ography agree that, according to the best available statistics, the popula- 
tion increased 2.4 percent in a certain year, then we can take this as a 
fact. Note that certain conditions must be present: The facts we use in 
the classroom are established by persons in the best position to know— 
experts. Second, there must be consensus among the experts or some- 
thing very close to it. This matter of consensus is important; often, ex- 
perts cannot agree—in which case we can only say there is an issue, not 

a fact. 

_ Teachers will encourage students to gather their own facts—to dis- 
cover for themselves what is true and what is not. This is the preferred 
way. But a great deal of help may be needed. Students need to be wary 
of the purported facts offered in any documentary material, but partic- 
ularly in their textbooks. (This is a much greater problem in the social 
studies than in, say, the physical sciences.) It is inescapable that a teacher 
will need to offer many clues to source material, and perhaps even fur- 
nish some. 


CONCLUSIONS 


We have now presented in its basic form our recommendations for 
curriculum making in the social studies. Content selection should be 
based wherever possible on the criteria as implied in the questions on p. 
294. Problems, units, projects, blocks of work—call them what you will 
—should focus on a problematic area of culture. It should be a prob- 
lematic area where the concerns of large numbers of both adults and 
students intersect (or can be made to intersect). The primary teaching 
task is testing, with the most adequate data available, the beliefs of stu- 
dents. Insofar as they can be discovered, beliefs of a private nature 
should be given as much or more attention as those which are “open.” 

Such an approach does not require major disruption of present curric- 
ulum patterns. It does require that teachers conceive social-studies 
courses more broadly—history, for example, will include data from soci- 
ology, anthropology, psychology, and the like. But no overhauling of 
the present pattern of courses seems necessary in order to apply the 
problem-centered approach recommended here. 

Finally, as a prelude to the chapters to come, each is designed to illus- 
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trate kinds of beliefs which are shared by adults and youth and are 
therefore appropriate for testing. Whether what we mention in each 
case would be appropriate in any school is an individual decision of the 
teacher, at times caution must dominate impulse. In some school systems, 
for example, sex may best be left alone—at least until the community 
can be educated to accept it as a proper part of the school curriculum. 
The same may be true of religion, etc. The ensuing seven chapters 
should be considered primarily illustrative and not in any sense a man- 
datory part of the social-studies curriculum. They merely demonstrate 
the ingredients: beliefs in problematic areas and samplings of relevant 
data with which to test them. Both cultural conflicts and confusions are 
illustrated, as well as closed areas. Study questions illustrate much about 
recommended technique, and are intended to be provocative, motiva- 
tional. 

Some readers will be tempted to read personal biases of the authors 
into the following seven chapters. The chapters are not intended to be 
coldly scholarly, to represent a fully balanced view of issues, or to be 
blandly soothing. Their content, to a considerable degree, is intended to 
be motivational. None of the seven chapters is written to carry a reader 
through a complete act of thought: If this were the case, the writing 
would negate the whole point of reflective teaching. The intent of the 
chapters is to demonstrate to teachers and prospective teachers the type 
of content which will arouse thought. In some instances, it has seemed 
best deliberately to inject what will seem to some little more than preju- 
dice. Both content and the manner in which it is offered are intended 
to be provocative. To motivate students it is sometimes necessary to pre- 
sent the unpopular side of an issue—to “play the devil’s advocate.” How 
far this should be carried must be determined by each individual teacher, 
according to the situation in which he works. We have gone rather far 
in presenting the side of issues which many persons not only reject but 
prefer not to reflect upon. We hope this demonstration of the provoca- 
tive will not confuse readers as to our intent. As a major qualification, 
however, we have documented wherever possible, and even though most 
of what we present will seem unpalatable to certain readers, it is factual. 

As a last word, we believe readers will find these chapters interesting 
and wish that there were more. However, as a reverse twist on Parkin- 
son’s Law, in book writing, space creates its own limitations, the amount 
one wants to include does not automatically create its own space. 


DISCUSSION QUESTIONS AND EXERCISES 


1. What are some possible outcomes of simultaneous operations of trends to- 
ward both specialization and integration in the social sciences? Write a short 
essay on “What is ahead for the social sciences?” 
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2. It has been argued that it is dull, not bright, students who profit most from 
a traditional subject-centered curriculum and memory-level learning. The 
contention is that, since dull students are incapable of reflection, a problem- 
centered program is impractical for them. Evaluate this argument carefully. 

3. Many persons will disagree with the propositions advanced concerning pres- 
ent content of social-studies subjects. For students who wish to perform re- 
search on this question, the following is suggested: Select several high-school 
social-studies textbooks in the field of history, civics (government), and 
geography. Include under each both recent titles and titles in use in the 
middle 1950s. Seek evidence pertinent to these propositions: 

a. In a given field, there is a body of standard content which is included in 
most textbooks. 

b. Except for considerable compression and simplification, much content of 
high-school texts resembles that of their college counterparts. 

c. In spite of changes in such aspects as organization, reading ease, format, 
and pictorial materials, the content treated has not changed significantly 
in the past decade or two. 

4. Stuart Chase has said, “The culture concept of the anthropologists and soci- 
ologists is coming to be regarded as the foundation stone of the social sci- 
ences” (Proper Study of Mankind, p. 59). Why is the culture concept so 
regarded? Do you feel its significance is overrated? What applications might 
it have in education? 

5. If one accepts the idea that, in any learning situation, the only content worth 
including is that which can function evidentially in reflection, how should a 
textbook writer pursue his task? Devise a plan for a textbook which would 
reflect the foregoing assumption. 

6. Would you try to help students to intellectualize their methodology in con- 
nection with every attempt at reflective problem solving? Why or why not? 
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Problematic Areas of Culture: 
Power and the Law 


Al ake CHAPTER deals with the “power structure” of American civili- 
zation and its supporting arm, the law. The term power structure, 
as referring to the power of some individuals and groups over others, is 
not in the vocabulary of the ordinary layman. What we treat here under 
the heading of power would, in the thinking of most laymen, comprise 
“politics.” However, power in the United States today involves issues 
which go far beyond what laymen mean by politics. 

That we have in the twin and integrally related subjects, power and 
the legal establishment, a closed area—or rather an entire congeries of 
closed areas—should be fairly obvious. First, most people have a very 
dim and confused view of how power operates in the United States, to 
the extent that they hold beliefs in this area, they are likely to be preju- 
diced and usually wrong. A combination of ignorance and closed- 
mindedness is the common condition. That law and the court system 
should be used to implement the power system probably has never 
occurred to the average citizen, although he may believe, without giv- 
ing it much thought, that “money talks in court,” i.e., the power of the 
court may be used to keep the rich on top and the poor on the bottom. 
Laymen do have innumerable opinions about justice and injustice and 
how the legal establishment promotes both. Much of the popular ideol- 
ogy on this subject is myth. 


Background 


In skimming briefly over the relevant historical background, we will use 
the convenient—although somewhat oversimplified—terms “Jefferson- 
ian” and “Hamiltonian,” by which we refer to the political beliefs these 
two men held at the time. 

Jeffersonians, entranced by the ideal of a rural nation of independent 
small farmers governing themselves through a “one-man-one-vote” prin- 
ciple, each enlightened about the issues and voting intelligently, never 
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envisioned the massive industrialization that was to come. Possibly much 
of the thinking of Jeffersonians was wishful and for good reason. They 
were in America, and fought and died in a combination civil war and re- 
bellion against British control to escape what appeared to them the tyr- 
anny of centralized government and centralized economic institutions. 
They equated centralization with oppression, authoritarianism, and ab- 
sence of freedom for the masses. Jeffersonians wanted a weak central 
government and a laissez-faire economy of small, competing units. They 
saw this as best realized in a rurally oriented nation and a central gov- 
ernment with powers forever limited by a strong system of checks and 
balances. This was the “liberal” position of that time. 

Hamiltonians took an opposite stance on almost every issue. Hamilton 
envisioned a strong central government; he even felt that the head of 
state should be titled “king” rather than “president.” His sympathies 
were not with the small farmer, but with the industrialist—hence his 
advocacy of a protective tariff to enable the new nation to develop an 
indigenous industrial system. He wanted maximum independence for the 
central government, which he assumed would be controlled by a ruling 
elite. Hamiltonianism was the “conservative” position of the time. 

Jeffersonianism was doomed from the start. In a rough sort of way, 
the westward frontier carried with it a flavor of Jeffersonianism— 
individualism, little or no centralized government of consequence, small- 
scale agriculture, handicraft industry, and the like. It is not surprising 
that the last traces of Jeffersonianism were seen in the Populist Move- 
ment whose geographical origins were in a largely frontier area—the 
Great Plains. We refer to Populism as bearing traces of Jeffersonianism 
because it was rurally based, its strength lay mainly in the small farmers 
of the south and the Great Plains states, it was against big business, 
against eastern financial power, and, particularly in the South, against a 
protective tariff. Populism, however, marked a fundamental change in 
belief from pure Jeffersonianism: It called for a strengthening of the 
federal power through intervention in the traditional monetary system, 
government ownership and operation of the railroads, and of the tele- 
graph and telephone systems; demand for the creation of a sub-Treasury 
system; and other reforms, all of which could be conducted only by the 
federal government. 

The elections of 1896 eliminated the Populists as a serious factor in 
American government. The Peoples’ Party from the start had no real 
chance of success because, except for the brief and mild episode of the 
Jacksonian era, the country was already committed to Hamiltonian 
economic precepts even if it were not yet committed to the idea of 
strong federal power. 

However, the demand for stronger federal power was to come—and 
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from sources which would, in Jefferson’s day, have seemed incongruous. 
It was to come from the masses—both farmers and urban labor. It was to 
come from those who had been dedicated to Jeffersonianism. The “new 
liberalism,” which remains the liberalism of the late twentieth century, 
demands dynamic, aggressive, and increasingly strong federal power. 

Only in a very general sense can an element of Hamiltonianism be 
seen in the new liberalism. Hamiltonianism called for strong federal 
power for entirely different reasons: Federal strength was sought as a 
shield to protect the privileged classes from the demands and the possible 
unruliness of the poor. The new liberalism sees federal power as the only 
practical shield to protect the under privileged from exploitation by the 
Business Establishment, by pressure groups of great variety, and even by 
elements within the federal government itself—such as the Military 
Establishment—which the lower classes and educated middle classes see 
as a threat. Pure Hamiltonianism, in its milder forms, is the “new con- 
servatism”; in a more extreme and authoritarian form, it is “fascism.” 

To some it seemed that Goldwaterism was a revival of original Jeffer- 
sonian principles; but this particular movement contained too much 
chauvinism and courted too many friends among the authoritarian 
“right” to be construed as anything other than a kind of pseudo Jeffer- 
sonianism. This is the “new radical conservatism.” (However, low-tariff 
policy remains “liberal,” as do many other Jeffersonian preachments— 
such as the equality of men, strengthened public education, etc.) 

It cannot be said however, that in the 1960s Hamiltonians are as scarce 
as Jeffersonians. The general posture of the conservative wing of the 
Republican Party—and we exclude the extremist Goldwater fringe— 
probably has some preference for high tariffs and favors permissive 
treatment of big business and other elements of the ruling elite, “sound” 
money, keeping the lower classes in their place, and so on. They are not 
however, consistent Hamiltonians; they do not like the idea of a strong 
federal government—and in that sense have a Jeffersonian flavor. But on 
this point they yield easily—a strong federal power is tolerable if they 
can achieve economic advantage through it. 

The “great turning point” came with the Populist call for government 
ownership and operation of certain key industries, and with the rising 
socialist movement. The Socialist party nominated its first candidate for 
the presidency, Eugene V. Debs, in 1900—and with Debs still the candi- 
date polled about 900,000 votes in 1912 and about 920,000 in 1920. Nor- 
man Thomas, as Socialist candidate, did almost as well in 1932 with 
about 885,000 votes. Most of the proposals on the Socalist party platform 
have since been adopted by either Democrats or Republicans and are 
now in effect. 

So far as key legislation is concerned, the act creating the Interstate 
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Commerce Commission in 1887 and the Sherman Anti-Trust Act in 1890 
were benchmarks. Hampered by a succession of Supreme Court deci- 
sions, the latter proved to be ineffective, although under it Theodore 
Roosevelt won at least two major “trust-busting” victories. It was not 
until 1914, during Wilson’s first administration, that the basis of effective 
anti-trust action was established in the Clayton Anti-Trust Act and the 
Federal Trade Commission Act. Nor had the ICC functioned very well 
until, among other measures to bolster federal power, Roosevelt’s admin- 
istration passed legislation which strengthened it to some degree. 

That all of this legislation contained loopholes, and could be enforced 
only if the administrative branch of the government chose and the Su- 
preme Court permitted (which did not occur until the 1930s), does not 
nullify its importance. Weak as it was, this legislation established prec- 
edent and reflected the temper of the country—a fundamental change 
had occurred with respect to federal versus local power. Although it was 
not to be felt substantially until the 1960s, local power, except in rather 
small and insignificant matters, was doomed. 

There is little point here in reviewing further background. From the 
first decade of the present century, the trend toward greater use of fed- 
eral power has proceeded—slowly during Republican administrations, 
rapidly during Democratic. That those who deplore this trend most ve- 
hemently on an abstract level at the same time insist on it where con- 
crete issues are concerned is but an indication of our inconsistencies. 
The balance of this chapter will be devoted to the specific points of con- 
flict and confusion. 


1. Sovereign Citizen vs. Power Centers 


It is believed that ultimate power in our society lies in the voting power 
of individuals acting singly; but it is also believed that there are large pow- 
er centers, such as “big business,’ “big labor,’ and “big government,” 
which nullify the wishes of the people. 

A belief in the citizenry as the ultimate source of power in a demo- 
cratic state is very comfortable to live by. It justifies our going to the 
polls, gives us the feeling that we have done our duty by our country 
when we cast our ballot, and justifies forms of entertainment which many 
persons enjoy immensely—namely, the circus held every four years (la- 
beled party nominating conventions). 

Evidence of just what the popular vote means is in order.1 From a 


* The following material, unless otherwise noted, is drawn from Stuart Chase, 
American Credos, Harper & Row, 1962, chap. 7. 


PROBLEMATIC AREAS OF CULTURE: POWER AND LAW 311 


study conducted in 1960 using public-opinion polling techniques, re- 
searchers concluded that during a political campaign only about 25 per- 
cent of voters have enough interest to discuss it, only 7 percent ever 
attend rallies or dinners, only 4 percent contribute money, and only 3 
percent ring doorbells or make telephone calls. The investigators in this 
study concluded that “homo Americanus . . . is not a political animal.” ? 
Chase also cites a New Haven Study of 1961, which demonstrated that 
for the typical voter many other areas of interest come before politics. 
This is true of politics on all levels—tlocal, state, national, and interna- 
tional. 

Turning to some of the public-opinion studies relating to ignorance, 
we find that a 1948 study reported by Chase revealed that 10 percent of 
voters did not know who the presidential candidates were, 50 percent 
could not name the vice-presidential candidates, about 66 percent had no 
knowledge of the respective party platforms or any ideas of where can- 
didates stood on issues. Studies made more recently show no significant 
change. In a 1958 study reported by Chase, only 50 percent of voters 
could name as many as one of the two candidates for Congressmen for 
whom they would be voting; also in 1960, 32 percent of voters could 
think of no political issues whatsoever that concerned them personally. 

Reviewing the results of the famous study of voters at Elmira, New 
York, conducted by Berelson, Lazarsfeld, and McPhee, Chase suggests 
that at first glance it seems impossible that our system could function at 
all except by some quirk of chance or the “Grace of God.” The large 
majority of voters are so ignorant of the nature of our government, of 
candidates and issues, that they cannot possibly vote with intelligence. In 
spite of this, we have managed to maintain a kind of democracy, falter- 
ing, shaky, and inefficient, perhaps—but we still have it. Berelson, Lazars- 
feld, and McPhee advance an interesting thesis to explain the success of 
American democracy, which space does not permit us to elaborate here, 
but with which social-studies students should acquaint themselves.* 

Since apparently about 75 percent of American voters are both apa- 
thetic and ignorant, and since about 9 percent are extremists of authori- 
tarian bent—mostly of the political right—this leaves us with about 16 
percent of the voting public that we can depend on to show both demo- 
cratic commitment and intelligence in voting.* We can only conclude 


? Chase drew this material from Campbell, ez. al.. The American Voter, Wiley, 
1960. 

* See Bernard Berelson, Paul Lazarsfeld, and William McPhee, Voting, University 
of Chicago Press, 1954, Chap. 14. 

“ Gordon Hall, an expert on extremism, estimates there are about 7,000,000 polliti- 
cal, racial, and religious extremists in the United States. Seymour Lipset agrees the 
figure may go this high. See “What Is an Extremist,’ Look, October 20, 1964. 
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that voters are a relatively minor force in the American power structure. 

The evidence is somewhat confusing as to whether power in the 
United States emanates from a group of “power centers” or, as C. 
Wright Mills would have it, from a single, monolithic power center.° 
Confusion results from the fact that although Mills makes a rather con- 
vincing argument, it is obviously opinionated—which does not neces- 
sarily invalidate it—and lacks adequate supporting evidence. There are 
too many events which suggest that, if there is a single power elite, it is 
not monolithic in the Millsian sense: Persons who should see eye-to-eye 
on certain issues do not; the situation is fluid, dynamic, and what the 
case is one year may not be so the next. 

We prefer the thesis that most crucial decisions in the United States 
are made by a system of power centers which may or may not pull in 
the same direction. We also feel that the 16 percent or so of respon- 
sible voters cannot be ignored; this figure seems destined to grow as edu- 
cational levels rise. 

In the discussion of the more significant of these power centers on the 
next few pages, an attempt has been made to list these centers in order 
of importance. But, since in a given situation this order may largely 
break down, it is meant only to be suggestive and provide a basis for 
further inquiry. 


THE OFFICE OF THE PRESIDENCY ° 


By “Office of the Presidency” we are referring to the entire ad- 
ministrative branch of the federal government. However, the administra- 
tive branch belongs to the President; it represents a kind of extension of 
his person. Presumably his appointees reflect his views. The President 
may dominate the office in the sense that he is clearly the most forceful 
and influential member of the administrative branch—a genuine leader, 
then we refer to him as a “strong” President. Abraham Lincoln was a 
prototype. Or, a President may be forceful in carrying out his strictly 
defined Constitutional duties, but go no further; Grover Cleveland was a 
good prototype. In contrast, the president may not be strong-willed or a 
leader. Such Presidents may select strong-willed men for certain key 
posts and depend on them for leadership, as did President Eisenhower 
when he served under Secretary of State Dulles. 

In the twentieth century, the Office of the Presidency has become a 
major power center, potentially overriding all others. In the 1960s it re- 


°C. Wright Mills, The Power Elite, Oxford University Press, 1956. (Also a 
Galaxy paperback, 1959.) 

* For many of the following ideas and facts, we are indebted to Sidney Warren 
whose excellent article, “New Dimensions in the Presidency,” appeared in the Satur- 
day Review, August 20, 1960. We take full responsibility for all conclusions stated. 
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mains a major power center even if the President himself is “weak.” 
This is because of the multiplicity of self-sustaining agencies which are a 
part of the administrative branch and which are in a position to exercise 
freely power of great potency. These include, among others, the Military 
Establishment, the FBI, the CIA, the National Space Agency, the Federal 
Reserve Board. Sustaining many of these federal agencies—particularly 
the Military Establishment, the National Space Agency, and the National 
Science Foundation—is what might be called the “Scientific Establish- 
mentso 

What are the duties of a President, as of 1967? There are his strictly 
Constitutional duties: (1) serving as head of state—“the symbol of and 
spokesman for the entire United States”; (2) chief executive, charged 
with enforcing all laws; (3) legislator, who proposes laws to Congress and 
uses all the powers at his command to get them enacted; (4) maker of 
foreign policy; and (5) commander-in-chief of the armed forces. 

The foregoing is only a beginning. As Warren suggests, since early in 
our history the President has been the leader of his political party. In 
modern times, he has become a molder of public opinion—a role greatly 
facilitated by modern means of communication. He is the caretaker of 
his people: In times of natural disaster, it is to the President that they 
turn. It is the President’s responsibility to keep the economy unwaver- 
ingly dynamic. He is regarded as the repository of the public will—the 
one elected person who represents all the people. He is the country’s 
chief diplomat, expected regularly to meet with other heads of state. 
Since the United States is the most powerful and influential nation in the 
world, the President is obligated to play the role of world leader to the 
best of his ability. 

Any time we have a President with the physical stamina and the 
capacity for intellectual and moral leadership to do all these things with 
unusual effectiveness, he may well be the most powerful chief of state in 
the world. In the long run, however, he is answerable to the public at 
large, and even the strongest president is likely to be sensitive to public 
opinion. 


THE POWER ELITE 


This term refers to a closely knit, mutually supporting, group of indi- 
viduals in official or unofficial positions, corporations, and arms of the 
federal government, which makes fundamental policy and implements it 
without authorization or much possibility of control by the citizenry at 


7 The best reference on this subject known to the authors is a symposium: Robert 
Gilpin and Christopher Wright, eds., Scientists and National Policy-Making, Colum- 
bia University Press, 1964. Most contributors are social scientists. See also Gilpin’s 
American Scientists and Nuclear Weapons Policy, Princeton University Press, 1962. 
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large. A strong President is automatically a member of the power elite 
and may dominate it; but a weak President may not realize that such a 
power center exists; hence, he is subservient to it. 

Whether a truly monolithic and unified elite exists is dubious. Perhaps 
the most telling argument against the existence of a monolithic power 
elite is that typical descriptions of it are oversimplified: Those who 
should be members of the power elite too often fall to quarrelling among 
themselves; the various elements frequently tend to develop divergent 
interests. A strong President who is committed to democratic decision 
making and the welfare of the masses is not likely to do anything to seri- 
ously injure the power elite, but he may take actions which they con- 
sider highly inimical to their interests. The so-called “traitor to his 
class,” Franklin Delano Roosevelt, is a case in point. The scientific elite 
disagree among themselves, often violently: Edward Teller wants more, 
bigger, and better hydrogen bombs—Hans Bethe argues for disarmanent. 
Despite its obvious lack of unity, we will continue to use the term, pow- 
er elite, for this sprawled, ever-changing, power center of major signifi- 
cance. 


THE SUPREME COURT AND THE FEDERAL COURT SYSTEM 
IN GENERAL 


The federal courts play two highly significant roles in the power 
structure. First, they legislate by interpreting the Constitution and decid- 
ing what laws are in harmony with it. Historically, the general nature of 
court interpretation of the Constitution has been from conservative to 
liberal, from republican to democratic (not in a party sense). There 
tends to be a lag between court decisions and public opinion. When 
judges are slow to keep their interpretations in tune with public demand 
or with the public interest as the President sees it, the President can 
gradually change court opinion by appointing men of his own outlook as 
rapidly as court members die or retire. 

It is rather hard to assess just where the court stands in the power 
structure. It can overrule both the President and the Congress on consti- 
tutional matters. This was dramatically illustrated during Franklin Roos- 
evelt’s administration; but, in the long run, Roosevelt prevailed by 
appointing new judges. The kinds of decisions made by the power elite 
are not expressed in law; therefore they do not come before the court 
for review. There are some exceptions to this, of course, but not a great 
many. We therefore feel it legitimate to place the court system third in 
the power hierarchy. 

The second major role played by the court is dispensing justice. This 
will be treated later in the chapter. 
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SPECIAL INTEREST GROUPS 


We refer here to what are commonly called “pressure groups,” al- 
though some of the special-interest groups which we see as exercising 
major power are not regarded by the public at large as “pressure 
groups.” Special-interest groups exist in large number and their power 
within the total power system varies according to circumstances. Their 
influence may be largely local, or it may be national or international. An 
example of a local group might be a citizens’ committee to reform public 
education, of a national group, the American Medical Association; of an 
international group, a cluster of corporations with large foreign hold- 
ings. 

A special-interest group can represent but a tiny minority of the pop- 
ulation and yet manage effectively to control governmental decision: 
The AMA, for example, managed for decades to block attempts at ex- 
panding public medical services. Labor unions have secured much favor- 
able—for them—legislation. The Ku Klux Klan has been a kind of “in- 
visible government” in the Southeast. For a long period of years, the 
Roman Catholic Church decided, in effect, what motion pictures the 
American public could see. 

Attempts to contain the federal government as a major liberal power 
center now lie largely in a minority special-interest group rather different 
from any previously known in the United States. This minority, because 
of strong financial support and extreme militancy, constitutes a power 
center stronger than its numbers suggest. We are referring to the bundle 
of “fringe groups,” perhaps more accurately designated the “radical 
right.” This group consists of mutually supporting organizations func- 
tioning either overtly as pressure groups or clandestinely as more-or-less 
underground conspiratorial organizations. How large in number the rad- 
ical right is remains uncertain, as does the question of whether it is 
growing or declining in influence. The dedicated, militant radical right 
has been estimated as including directly somewhere between 3 and 8 mil- 
lion.® 

The radical right would have little to stand on if it had not been able 
to create the impression that it was needed to prevent imminent take- 
over of the American government by American Communists. How 
accurate is this claim? The authors know of only one major scholarly 
work which is sharply relevant to this question.? The following analysis 
of the “Communist menace” is drawn from Shannon. 


® Senator Frank Church, “Conspiracy USA,” Look, January 26, 1965, pp. 21-37. 
See Look of October 20, 1964, p. 37, for a more solid figure of about 7,000,000. 
® David A. Shannon, The Decline of American Communism, Harcourt, Brace & 
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The Communist Party received its greatest support at the polls in 1932 
when its presidential nominee, William Z. Foster, received almost 
103,000 votes. In local elections in large urban centers, Communist can- 
didates have done much better proportionately, particularly in nonpar- 
tisan elections where their party identity was not indicated on the ballot. 

According to Shannon, Earl Browder (one-time U.S. Communist 
Party leader) asserted that in 1945—-when he was fired from leadership 
—actual party membership was in the neighborhood of 75 to 80 thou- 
sand. Many of those members were remiss in paying dues and were pri- 
marily interested in personal grievances. By 1948 the great “slide” began. 
Although the U.S. Communist Party declined largely from internal rea- 
sons—poor leadership and lack of a wide base of social discontent on 
which to build—, other factors were also significant: the debunking of 
Stalin, Titoism, anti-Semitism in the USSR, and the employment of Rus- 
sian force in Hungary, among others. Anti-Communist hysteria during 
the McCarthy era perhaps delivered an unnecessary but final coup de 
grace. The Party could boast no more than 20,000 members in 1957, 
most of whom were in New York City. By late 1958, the figure was 
down to 3000. Shannon concluded, “The conditions necessary for the 
growth of the American (Communist) Party certainly are not present 
today. urea 


THE NATIONAL CONGRESS 


We suggest that as a general rule the Congress falls lower in the 
power hierarchy than the groups previously mentioned because (1) it 
tends usually to bend before the will of a strong presidency, (2) it is 
impotent to thwart in major ways the aims of the power elite, and (3) 
all too often it has stood paralyzed in the face of pressures from special- 
interest groups. Yet, Congress is potentially a potent power center. It 
can, with full constitutional authority, reject presidential appointees, 
refuse to act upon legislative request, pass laws “over the President’s 
head,” and ignore or even take steps to weaken special interest groups. 
What it cannot do is dictate court decisions or, except in rare instances, 
muster the strength to take actions contrary to what most of the power 
elite demands. When Congress exercises its constitutional power rather 
fully, it is usually only as a result of the goading of an exceptionally 
strong President. 


World, 1959. He traces the history of the party since 1945. Shannon’s study was spon- 
sored by the Fund for the Republic. 
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POLITICAL PARTIES 


The individual voter who wants to make himself felt politically has his 
best chance working through the Democratic or Republican Party. The 
former is likely to provide more psychological rewards, since roughly 
two-thirds of Americans who affiliate with one of the two major parties 
are Democrats, and being on the winning side gives the individual a cer- 
tain sense of elation. However, as pointed out on page 311, Americans in 
general are not much interested in politics. That the vote is largely 
meaningless, due to ignorance concerning candidates and issues, relegates 
the role of parties in the power structure to a position of relative unim- 
portance. 

It is necessary to qualify an assertion of this sort: The power role of a 
political party is difficult to assess. Most studies of party politics have fo- 
cused on other matters. Opinion polling offers some interesting data. 
Most Americans see little difference between the two major parties. 
Nevertheless by the age of 30, 75 percent have settled, usually for life, 
into an identification with one party or the other. As Chase puts it, “In a 
fuzzy kind of way, voters believe that the Democratic party speaks for 
the poor, the Republican party for the rich.’ Many Americans are skep- 
tical that a party will keep its campaign promises. 

To conclude, it probably can be said that to the extent that the Con- 
gress is a significant power center—which as was suggested in the pre- 
vious section, may vary from circumstance to circumstance—political 
parties can play a somewhat important role in the total power system by 
helping to assess public opinion and funnel it into the folds of the federal 
government. The persuasion of party leaders can influence decisions of 
Congress. Party leaders have access to the President himself, who is the 
titular head of his own party. 


THE POWER OF IDEAS 


We should like to inject one more thought about individual power (as 
opposed to power centers involving groups of persons). In the long run 
—and by this we mean what can amount to centuries or even millenia 
—it is ideas, usually originated or popularized by individuals, that shape 
man’s destiny. We shall mention but two instances. An obscure, mild- 
mannered clerk, laboring only with mind and symbols in his room at 
night, evolved a body of physical theory which was to shake the world. 
The product of this thought, although highly complex, included an equa- 
tion for the transmutation of mass into energy (E = mc*). Life will 
never be the same again. Another mild-mannered, unobtrusive man 
worked for years in the British museum studying history, economics, 
and philosophy. Out of this emerged a book entitled Das Capital, which 
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presented in powerfully persuasive form the theory of dialectical materi- 
alism and scientific socialism—a grossly perverted version of which we 
now call Communism. Will the world ever again be the same? The heads 
of state of all nations put together, and their power elites, have never 
wielded such power as this.’° 


1.1 Do you think the growing power of the Presidential Office presents a fu- 
ture menace? Does it mean that a President who so intended could establish 
a dictatorship? If so, what steps would he need to take? 

1.2 If anything resembling a power elite actually exists in this country, how 
would you expect it to differ from those of other countries? What addi- 
tional element of power—which we lack—would be a part of the power 
elite in a country like Spain? 

1.3 In relation to most industrialized nations, the American electorate is no- 
tably apathetic and ignorant in the political arena. How do you explain 
this? If you see historical factors at work, what are they? What would be 
the best way to remedy the situation? 


2. Law as Protection of the Weak vs. Law as 
a Weapon of Power 


It is believed that ours is a society of law and that law protects the weak 
against the strong; but it is also believed that many laws favor the rich 
and powerful and act to keep the common man in his place. 

While many are somewhat cynical about its truth, the typical Amer- 
ican is familiar with the first idea. On the other hand, although most are 
somewhat familiar with the second, few have considered in more than a 
rudimentary way all that it implies. For example, the notion that “many 
laws favor the rich and powerful,” is rather widely believed but with 
little idea as to how much American law does favor the rich and power- 
ful. The idea that law may often be used as a weapon to “keep the com- 
mon man in his place” introduces more clearly the idea of law as an in- 
tegral part of the power structure—a possibility which probably has oc- 
curred only to some social scientists and a scattering of the most sophis- 
ticated lay observers. 

Most Americans probably believe that basically most people are rascals 
and the main function of the law is to control their overt behavior so 
that an orderly society is possible; for example, everyone would be dis- 
honest except that harmful dishonesty is illegal and people fear getting 
caught. Laws are, therefore, a necessity; yet many individuals feel we 
have too many of them. Laws which they feel unduly restrain their own 


*° See Max Lerner, Ideas Are Weapons, Viking, 1939. 


PROBLEMATIC AREAS OF CULTURE: POWER AND LAW 319 


“always-reasonable” desires should be erased from the books. But the 
very same persons who feel on an abstract level that we have too many 
laws are often the ones who continuously fight to have new laws passed 
—laws which will hedge in other persons. 

It is historical fact that the American public, since the colonial period, 
has been rather contemptuous of law. Whenever they are reasonably 
sure they can get away with it, they break laws and boast about their 
cleverness. This has happened on a large scale, as when virtually every 
treaty—one kind of law—between whites and American Indians was vio- 
lated. Settling disputes by violence rather than by legal means has a long 
history of respectability in the deep South, but no part of the country 
can claim purity on this score. Apparently, at all social ranks except pos- 
sibly the lower-middle class, which to some degree takes upon itself the 
guardianship of morality, successfully breaking the law confers prestige. 

Again citing Stuart Chase’s American Credos (chap. 10), a study re- 
ported in 1950 indicated that 31 percent of the sample had never heard 
of the Bill of Rights, 36 percent had heard the name but couldn’t define 
it, and another 12 percent described it inaccurately. Only 21 percent 
could describe with reasonable accuracy the nature of the Bill of Rights. 

In public-opinion polls, when confronted with the chief tenets of the 
Bill of Rights on a purely abstract level, as in the question, “Are you in 
favor of freedom of the press?” virtually all respondents say, “Yes.” It is 
evident that large numbers of Americans, however, when presented with 
specific instances, do not approve of the Bill of Rights and the Four- 
teenth and Fifteenth Amendments. A few sketchy examples will suffice. 
Thirty-three percent of respondents in one study would forbid news- 
papers from criticizing the American government. Twenty-five percent 
would not let the Socialist Party publish a newspaper. In a Gallup study 
in 1961, 49 percent of the sample wanted more television censorship and 
31 percent more newspaper censorship. 

Because of the known existence of some millions of persons who are 
either committed to or mildly “string along with” the radical right, most 
of these results are not surprising. But some results are. Chase reports a 
study made in 1958 which indicated that at a Labor summer school, 60 
percent of union leaders would deny an atheist the right to teach in col- 
lege; 50 percent would deny the same right to a Socialist. Perhaps more 
alarming were the results of the studies in depth over a period of years 
of some 7000 high-school students. Large proportions would deny some 
or all people most of the basic rights guaranteed in the United States 
Constitution. 

“1 H.H. Remmers, ed., Anti-Democratic Attitudes in American Schools, North- 


western University Press, 1963. See also the journalistically styled The American 
Teenager by H. H. Remmers and D. H. Radler, Bobbs-Merrill, 1957. 
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There is no reason to suppose that people are any less ignorant about 
federal, state, and local legislation than they are about constitutional law. 
Their knowledge of law, including protections guaranteed them, is neg- 
ligible and limited largely to specific cases where they or their friends 
have become embroiled. 

The entire picture is confused because the Legal Establishment seems 
ambivalent in its operations—reflecting, no doubt, ambivalent thinking in 
the culture. First, it is obvious that there are in state, local, and federal 
law many provisions for protecting the public against powerful vested 
interests. To name a few cases: The United States Supreme Court dur- 
ing its “liberal eras” has done much to implement the Bill of Rights and 
the Fourteenth and Fifteenth Amendments of the Constitution. We have 
pure food and drug laws, laws requiring honesty in labeling, laws requir- 
ing honesty in advertising, laws to protect against business monopoly, 
and the like. We have federal laws to protect soldiers against undue 
abuse by officers and to let those who object in principle to war plead 
their case for conscientious objector status. We have state and local laws 
to protect against police brutality, to provide the indigent with legal 
counsel, to provide sustenance for the helpless. Thousands of items of 
legislation of a “protective” nature could be named. 

But these facts, in themselves, fail to provide a clear picture of the sit- 
uation. To what extent are the protective measures of the Constitution 
enforced? Or those of federal, state, and local law? And if they can be 
shown to be enforced effectively, is there a contradictory body of legis- 
lation which is nonprotective in the sense that its purpose is to protect, 
not the underdog, but only the rich and well born, the corporations, the 
higher echelons of the military, the power elite and special interest 
groups in general from attack by reformers who represent the weak? 
Either lack of enforcement or a body of nonprotective measures would 
neutralize much of our protective legislation. 

Granted that on certain occasions the Supreme Court and other fed- 
eral courts—and state courts, also—are dominated by liberal judges com- 
mitted to protection of those most likely to be persecuted unfairly, these 
occasions are limited. For example, the liberal “Warren Court” is defi- 
nitely exceptional. Conceding this area of positive enforcement, to what 
extent do the main body of the law and the overall operation of our 
total court system (federal, state, and local) protect the public? 

One often-forgotten fact is that the legal structure, save from written 
Constitutions, is legislated by groups which operate at some level in the 
power structure: the Presidential Office, the Supreme Court, the Na- 
tional Congress, state Supreme Courts, state legislatures, lesser state and 
local courts, county supervisors (or commissioners), city supervisors (or 
commissioners), schoolboards, and perhaps a few lesser agencies. Who 
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are these people? At the top two levels, they are quite clearly VIPs of 
the first rank. At the Congressional level, they range from persons who 
operate from a very strong base of power to those of little consequence. 
At lower levels, the prestige and power of those who legislate is varied; 
but these groups do legislate and we are supposed to obey. Hovering be- 
hind this entire legislative structure is the power elite, ever striving to 
maintain its position. 

No one in the foregoing groups wants to lose his place in the power 
hierarchy. No one in the foregoing groups is likely to try to influence 
legislation in a way that would endanger his own position in the power 
structure. To those in a position to legislate or influence those who do, 
many individuals or groups may loom as threats. Among these are labor 
unions, consumer organizations, racial and ethnic groups, small business- 
men, and intellectuals—especially writers and iconoclastic types in the 
performing arts, teachers, and students. Ideas—which may stem from the 
foregoing intellectuals or from scientists whose new inventions threaten 
old but profitable institutions—are often regarded as dangerous. Both in- 
dividual and organized crime are a threat. (Although powerful figures 
among the latter may have much in common and cooperate with specific 
members of the power elite, as well as with members of the Executive 
Office, the Legal Establishment, and legislative bodies.) The young may 
often seem a menace to the old. Women may seem a menace to men— 
and, in certain special situations, vice versa. Even the “modernist” clergy 
and their supporters may loom as threatening. The immigrant may seem 
a threat to the native born—and so on and on. In summary, the uphold- 
ers of the status quo always feel under attack by any person, group, or 
idea that is unconventional, unorthodox, or in any way likely to upset 
things. 

The point we are leading to is that there is a vast body of law, a delib- 
erate—often fought for—absence of law, and a court system, including 
prosecuting attorneys, whose purpose is to aid and assist those who have 
power over others to maintain that power. 


2.1 In its overall force, do you consider the law more as a needed means of 
maintaining order and protecting the underdog, or as a means of preserv- 
ing the power of those who now have it? If law performs both functions, 
what does this suggest about the ways of thinking of Americans in general? 
Is ambivalence in this area a problem serious enough to be concerned 
about? 

2.2 How do you explain the persistent tendency of the American people to 
violate legal statutes? Excluding the area of political “crime,” is there more, 
or less, law violation in the United States than in other advanced indus- 
trialized nations? 

2.3 How do you explain the general ignorance concerning law, especially Con- 
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stitutional law? Would it help to teach more courses in government or 
civics in high school? If so, how would you revamp such courses to make 
them more effective? 


3. Courts as Dispensers of Justice vs. Courts as 
Dispensers of Injustice 


It is believed that the United States has the fairest system of courts in 
the world; but it is also believed that “money talks” in courts and anyone 
who has enough of it can buy his way out of trouble. 

The popular mythology runs something like this: The United States is 
one country in the world where a person can be assured of justice. This 
is in large part due to the fact that every accused is entitled to trial by a 
jury of his peers. It is also attributable in part to the rather worshipful 
attitude people have toward judges. The very term, judge, has the rather 
magical connotations of a person of unusual wisdom, commitment to jus- 
tice, impartiality, and the like. Conversely, lawyers are thought by large 
numbers of persons to be “slippery,” cunning, untruthful, and mercen- 
ary. In spite of the widespread distrust of lawyers, there is still faith that 
the jury, with the guiding hand of the saintly judge, will ferret out the 
truth. 

A more cynical belief, held by an unknown proportion of persons, 
says, in effect, that in the courtroom, “Money talks.” In other words, the 
rich man who can afford to hire the best—i.e., the most clever and dis- 
honest—lawyer is likely to go free even though patently he may be 
guilty. This cynical group evidently does not think very highly of jurors 
because it assumes that a “good” lawyer can sway a jury. 

Another aspect of the popular myth is that most crime, and partic- 
ularly serious crime—e.g., crimes of violence—are committed by lower- 
class persons. Lower-class persons, particularly the “lower lowers” are 
regarded as having no “moral sense.” The myth would have it that these 
persons are defective in some way—they verge on feeblemindedness or 
insanity, or lack the innate conscience that is supposed to be part of the 
genetic inheritance of normal people. 

So far, we have discussed the popular ideology with regard to courts 
and justice. What is this ideology with respect to the virtue of laws 
themselves? This is harder to ascertain, and there may be few strong 
feelings about laws in general. Where people exhibit strong feelings 
about law, it is usually a particular law, and one that has affected them 
personally. In the Fresno State College study of student beliefs, very few 
girls showed interest in questions of law, but a considerable number of 
male students did. They evinced two major complaints: (1) There was a 
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strong feeling that traffic laws are “unfair.” (2) Most were incensed over 
the laws of California governing sex, particularly the legal entity known 
as “statutory rape.” Much less often mentioned, but still an irritant to 
male students, is the law making it illegal for anyone under 21 to pur- 
chase or drink alcoholic beverages. 

Now that we have briefly explored the ideology of the law, courts, 
and justice, what are a few of the salient facts? The popular ideology is 
at best inconsistent and confused; at worst in diametrical variance with 
well-established facts. First, excluding the area of political crime, the 
American court system and its supporting legal codes probably lead to 
greater injustice than those of most other “advanced” nations in the 
world today. Of course, the terms, justice and injustice, are matters of 
value judgment and definition is extremely difficult.” 

Let us consider trial by jury. On the basis of solid factual evidence, 
apparently about the worst possible way of determining whether a 
person has or has not broken a law is to turn the decision over to a 
jury of his peers. In spite of the most careful selection techniques, juries 
are usually prejudiced for or against the accused before their selection. 
This is in part because the human animal tends to live by prejudice and 
also in part because of the habit of newspapers to try the accused and find 
him innocent or guilty before the trial takes place. Jurors also have their 
built-in prejudices—often archaic—of the nature of morality (which 
they tend to confuse with legal definitions of crime—an easy thing to 
do, since much legislation is based on moral precepts dating from earlier 
centuries). 

When a jury is “hung,” and its members are weary and frustrated, 
they have been known to make their decisions by tossing coins; by 
putting slips of paper each with a possible decision written on it, into a 
hat and then blindly selecting one; throwing dice; pulling cards from a 
deck; exercising extreme coercion, including threats of physical violence, 
on the one or two jurors who refuse to accede to the wishes of the ma- 
jority, and so on. 

Now as to judges: There is good evidence that they are less saintly 
than most of the public believe, and often entitled to less respect than a 
bookie who makes good on his commitments. Some judges are old- 
fashioned moralists who have no conception of the difference between a 
judgment of fact and a value judgment. Some have no conception of 
rules of evidence. They share with juries the tendency to decide prior to 


* For an excellent treatment on this subject, see Hans Kilsen, What is Justice?, 
University of California Press, 1958. 

#8 For two classics in this field, see Jerome Frank, Courts on Trial, Princeton Uni- 
versity Pxess, 1949; and Jerome and Barbara Frank, Not Guilty. Doubleday, 1957. Erle 
Stanley Gardner’s The Court of Last Resort, Sloane, 1952, is also highly relevant. 
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a trial whether a man is innocent or guilty. Judges are well aware that 
they can, if they choose, sway the decision of the jury by the manner in 
which they treat the contending lawyers. Every shrewd lawyer knows 
that chances of winning acquittal for his client hinge very heavily on 
what judge he draws. Furthermore, judges can be “bought off’’—the ex- 
tent to which this happens is apparently much greater than even the 
most cynical would surmise. 

As to attorneys, the authors know of no scientifically valid study as to 
whether, on the average, their characters rate higher, lower, or equiv- 
alent to the public impression. Our opinion, and it is no more than that, 
is that the education of attorneys has improved immensely, that they 
show a continuous upgrading in sense of responsibility, and that ethical 
standards imposed by bar associations tend to become more stringent. 
The public very likely sells short this professional group. 

What are some facts concerning the laws under which we live? It is 
our general thesis that many laws are designed to give one group of per- 
sons power over another in order to maintain the present power struc- 
ture. Because this thesis seems rather new, documentation of it is an ard- 
uous task—too arduous for the authors to adequately accomplish here. 
There are some carefully done studies which seem to offer fairly con- 
clusive proof that laws are heavily rigged in favor of organizations or 
persons of high or middle social position.1® The owners of a corpora- 
tion—i.e., the stockholders—cannot be held accountable legally for the 
misdeeds of corporate officials. When corporate officials commit criminal 
acts, they usually act with vision and operate on a grand scale. Such acts 
include fraudulent advertising, selling goods that do not meet the specifi- 
cations of the buyer,'® violating anti-trust laws, stealing patents, income 
tax evasion, and embezzlement—to mention only a few. 

Sutherland contends that corporate crime contributes more to social 
disorganization and disintegration than any other category of crime. But 
the tendency of the federal government to settle most corporate crimes 


“See Joseph Borkin, The Corrupt Judge, Potter, 1963. This adequately docu- 
mented study deals only with federal judges, and elaborates their many criminal 
offenses, accepting bribes being the most common. Readers of the present book 
might wish to ponder the possible results of a study of the behavior of judges on state 
and local benches. 

** See books such as Norman Jaspan and Hillel Black, Thief in the White Collar, 
Lippincott, 1960; and Edward H. Sutherland, White Collar Crime, Holt, Rinehart & 
Winston, 1961. The first focuses on individual crime committed by middle- and 
upper-class persons; Sutherland focuses on corporate crime. 

** The “great highway scandal” is an excellent example; case after case has come 
to light of building contractors reaping fortunes by building roads that failed to meet 
the specifications of the federal highway program initiated during the Eisenhower 
administration. 
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out of court, and the tendency of the courts and laws together to per- 
mit, if not make mandatory, suspended sentences or infinitesimal ones 
(such as a fine limited to a few hundred dollars) furnishes strong evi- 
dence that the Legal Establishment is in fact a means of maintaining the 
power structure. In this instance, high corporate officials who have 
achieved membership in the power elite are virtually immune to pun- 
ishment. What court dares punish severely a member of a group which 
either has direct power over the court or, in a more general sense, is 
simply higher than the court in the power hierarchy? 

Crime among the middle- and upper-social classes occasionally takes 
the form of violent assault, rape, or murder. Often, it is theft in some 
form. Embezzlement is very common, as are numerous other crimes 
against property. Those who embezzle the greatest sums are those 
highest in the executive structure of business." Probably at least 60 per- 
cent of white-collar theft is committed by executive or supervisory per- 
sonnel; the remaining 4o percent is committed by accountants, store 
clerks, and store customers. The lower the social rank of the thief the 
more likely that punishment will be inflicted and the more severe it is 
likely to be. 

The most wretched thief of all is the poorly educated, lower-class per- 
son who attempts robbery, armed or otherwise. He may get shot on the 
spot, he may be apprehended before he has succeeded in stealing any- 
thing, or he may temporarily abscond with some money—only rarely a 
large sum. He will almost surely get 15 to 20 years in a state or federal 
penitentiary. 

The popular ideology that crimes of violence or of “immorality” tend 
to be committed mainly by lower-class persons contains a germ of truth 
—but not much more than a germ. The popular notion is misleading at 
many points. Crimes of violence among middle- and upper-class persons 
frequently do not lead to arrest and therefore do not enter into the statis- 
tics. The same is true of so-called crimes against morality—such as 
homosexual acts, statutory rape, drug addiction, and so on. 

This leads us back to commentary on the nature of the law. Legis- 
lation, historically, has largely been under the control of the WASP 
(white-Anglo-Saxon-Protestant) majority in the United States. More 
specifically it has been the WASP middle-class which has controlled legis- 
lative bodies at national, state, and local levels. This group, with its his- 
torically puritanical leanings, has placed on the law books of every state 
—and in federal legislation as well—laws that uphold the puritanical— 
and basically Calvinist—traditions of the Western world.1* This is why 


“ See Jaspan and Black, op. cit. 
** See particularly Morris Ploscowe, Sex and the Law, Prentice-Hall, 1951; and 
Paul H. Gebhart, Sex Offenders; An Analysis of Types, Harper & Row, 1965. A 
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an upper-class executive who has stolen his corporation into bankruptcy 
and injured or ruined hundreds or thousands of persons is not severely 
castigated by the public; the middle-class public is horrified, however, 
by “crimes against morality.” Upper-class persons obviously commit 
such so-called crimes, but they can buy their way out. Those at the 
bottom of the social heap cannot. 

Some mention should be made of the capital-punishment issue. There 
is an abundance of literature in this field based upon empirical research. 
At one time, a chief argument for capital punishment was the need for 
vengeance (“an eye for an eye, a tooth for a tooth”); the chief argu- 
ment now emphasizes capital punishment as a deterrent. The evidence in 
regard to its efficacy as a deterrent is conflicting. Most nations of Western 
Europe and Latin America have abolished, or carefully circumscribed, 
capital punishment and consider the United States “barbaric” because in 
almost three-fourths of our states it is still practiced. The homicide rate 
averages lower in those countries and those states in the United States 
which have abolished capital punishment than it does in those which 
have not. Not only is the homicide rate below the national average in 
those states which have abolished capital punishment; but in those states 
(all in the Southeast) which practice capital punishment with the most 
diligence, the homicide rates are the highest in the nation.’® 

There are other—and perhaps more potent—arguments against capital 
punishment. It is a firmly established fact that a rather large but un- 
known number of innocent persons are convicted of capital crimes each 
year and executed.?° Furthermore, social-class membership plays a cru- 
cial role in determining who will be executed. A study of persons in 
penitentiary death rows indicates that with extremely rare exceptions 
they are lower-class “down-and-outers.” A rich man is executed for 
murder approximately as often as a Harvard Ph.D. graduate seeks a ca- 
reer as a private in the Marines.*} 


study of the furor created in England by the Wolfendon Report is also enlightening; 
the same situation would apply in the United States except in greater extreme—the 
United States is far more backward than England in this respect. 

* An excellent chart showing the homicide rate by states between 1948 and 1957 
appears in Edmund G. Brown, Message to the Legislature, Sacramento, State of Cal- 
ifornia, 1960. During that period, six states had abolished capital punishment. By 1960, 
the number had risen to nine; and by 1966, to ten with an unqualified ban on capital 
punishment, and three others permitting capital punishment only in special cases. See 
chart on “Methods of Execution in the United States,” Information Please Almanac, 
Simon & Schuster, 1966, p. 319. 

* See Frank, op. cit.; and Gardner, op. cit. 

* For a rather personalized but highly insightful treatment, see Clinton T. Duffy, 
88 Men and z2 Women, Doubleday, 1963. 
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3.1 


3-3 


It appears to be an indisputable fact that the law and courts treat the “rich 
and well born” much more leniently than the impoverished for the same 
kinds of crimes. Do you think this is supporting evidence for the thesis 
stated earlier in the chapter that American law is designed to preserve the 
present power structure? Why or why not? 

What do you think the term, justice, means? Conversely, what is injustice? 
Can you define either term operationally? Is a person talking nonsense 
when he uses such words? 

What is the relationship between crime and morality? Between crime and 
sin? Is a proven criminal always a sinner? 


DISCUSSION QUESTIONS AND EXERCISES 


. For purposes of discussion, assume the theory of the power elite is basically 


valid. Then try to answer questions such as these: Is a democratic state pos- 
sible to maintain if a power elite exists? What counterbalancing forces might 
arise—with the help of an enlightened citizenry—to keep the power elite in 
check and perhaps make of it a constructive tool of democracy? 


. One of the tightest, most effective, special interest groups in the United 


States is the undertakers. Responsible students of funeral practices in the 
United States consider this one of our most disgraceful rackets. (See books 
such as Jessica Mitford’s The American Way of Death, Ruth M. Harmer’s 
The High Cost of Dying, and LeRoy Bowman’s The American Funeral.) 
Investigate the provisions of your state code and try to decide what laws 
may have been passed at the instigation of undertakers’ associations. Inquire 
from local undertakers what the cost of a “respectable” funeral is and com- 
pare the figures quoted. What control do you, as a citizen, have over such 
special interest groups? 


. Attend as many court trials as possible during the semester. Report to the 


class on your impressions. 


. Suppose you were apprehended on some charge, and whether or not inno- 


cent, you wished a nonjury trial. Investigate how you could secure such a 
trial and the procedures that would be involved. 


. How are juvenile offenders handled in your community? Ask that some 


student observe some trials at juvenile court and visit the detention home 
for juveniles and report to the class. How would you criticize present prac- 
tices? 
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CHAPTER I4 


Problematic Areas of Culture: Economics 


Economic Thought in Modern America 


t fae OTHER problematic areas, economics is characterized by an exten- 
sive system of beliefs and attitudes which function very much as do 
religious dogmas. The present urgency of debates over government spend- 
ing, inflation, wage policy, monopolistic practices, poverty, waste, free en- 
terprise versus socialism, welfare programs, and the like attest to a strong 
interest among adults—and many high-school students—in economic 
matters. 

Until after World War II, the leading economic beliefs of middle- and 
upper-class Americans reflected (not always consistently) the central 
ideas of “classical economics.” Adam Smith’s great book, An Inquiry 
into the Nature and Causes of the Wealth of Nations (1776), offered the 
first systematic analysis of the nature of economy in what came to be 
known as the classical pattern. Smith was followed by David Ricardo, 
Thomas R. Malthus, James Mill, and his son, John Stuart Mill. These 
men developed and refined a body of doctrine which was to influence 
economic thought profoundly to the present day. 

The core of classical economic thought is the idea of the self-regulat- 
ing or “laissez-faire” economy—an economy composed of a large num- 
ber of independent producers in competition with one another. In such a 
system, supposedly, everyone seeks to do as well as he can—that is, to 
get as much as he can for what he has to sell and to give as little as he 
can for what he has to buy. As people follow this pattern, competing 
and bargaining as individuals, the “self-regulating market” appears. 

This self-regulating market guarantees that resources will be used 
wisely and that people will get what they want. If demand for a certain 
product rises without a corresponding increase in supply, the price of 
that product will rise. The increase in price will reduce the number of 
customers and increase the number of producers (who rush in to take 
advantage of rising profits). Thus, through the mechanism of price, bal- 
ance between demand and supply is restored. If demand for a product 
drops, prices fall, and demand rises again at the same time that supply 
falls (because falling prices will have bankrupted or discouraged the less 
efficient producers). According to this description of economy, supply 
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and demand tend to balance each other, and prices tend to fluctuate 
about a norm, which over the long run represents the lowest price at 
which products can be sold without ruining producers. Economists often 
refer to this picture of the economy as the “competitive model,” mean- 
ing that it involves a large element of abstraction and simplification but 
at the same time contains the essential truth of the operation of a com- 
petitive economy as seen by classicists. 

In order that the classical model may work, free competition is always 
necessary. Central to free competition is free pricing, not merely rivalry 
over quality of product or service given. Free pricing requires condi- 
tions such as these: numerous sellers and buyers, unaffected by any sort 
of monopolistic collusion, buyers and sellers informed at all times of 
market conditions; and complete freedom of labor and capital to move 
to new types of production or new geographic regions." 

Classical economic thought fostered a cluster of popular economic be- 
liefs, some of which are as follows: 


1. People do (or should) compete economically with each other. The 
essence of competition is free pricing. 

2. Monopoly does not (or should not be permitted to) interfere with 
free competition. 

3. The chief motive to behavior is the hope of economic gain (1.e., de- 
sire for money or goods). 

4. The economy can operate successfully without central planning, 
which means government can, and should, keep hands off. 

5. [he laissez-faire system is harmonious with political democracy, be- 
cause free competition prevents the emergence of any single individ- 
ual or group with power over others. 

6. Whatever economic problems may arise, they may best be handled 
by leaving them alone—letting nature take its course. (Business reces- 
sions can best be handled this way, for example.) 

7. The economic system (if it functions properly) requires the right of 
private ownership and use of property, and the sanctity of contracts. 

8. It is the private businessman, with his willingness to take risks in hope 
of profit, who supplies the mainspring of the economy. 

g. The chief source of discouragement to private businessmen is govern- 


* Those who wish to read generally competent descriptions of the “classical com- 
petitive model” may turn to almost any introductory textbook in economics pub- 
lished before World War II. For a lucid treatment in a few pages, especially good 
on the role of the price system, see John K. Galbraith, American Capitalism: 
The Concept of Countervailing Power, Houghton Mifflin, 1956, chaps. 2 and 3. 
More detailed but excellent is C.E. Ayers, The Industrial Economy, Houghton 
Mifflin, 1952, chaps. 1, 13, and 14. 
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ment interference in their affairs. (Another source of discouragement 
is labor unions. ) 

10. Currency is sound only when it is freely exchangeable for gold or 
other precious metal. 

11. Governments should spend as little as possible and try always to op- 
erate on a balanced budget. 


Probably in no other field of human interest is there a greater gulf be- 
tween present understanding of experts and that of the lay public. Aver- 
age citizens have never fully understood the structure and implications 
of the classical competitive model. They have never understood clearly 
that competition meant “price competition” nor have they grasped the 
conditions of price competition and the role of price competition in the 
market. They have not even understood that the competitive model im- 
plies an absence of protective tariffs and all forms of subsidies, and a 
ruthless disregard for inefficient producers. 

To the long-standing confusion of laymen over the nature of a com- 
petitive economy a new source of confusion has been added. Academic 
economists generally, as well as most of the younger generation of busi- 
ness and political leaders, have adopted a new and radically different set 
of economic beliefs patterned after ideas of the late John Maynard 
Keynes. Ideas which are either Keynesian or fit the general Keynesian 
pattern include the following: 


1. The federal government should use fiscal and other powers to ensure 
a steady rate of economic growth and full employment of all persons 
who are “employable.” 

2. The chief weapons to be employed are government spending designed 
to bolster purchasing power, tax reduction devoted to the same end, 
federal control over interest rates and other monetary policies. 

3. Unconcern with limits over the size of the national debt, with major 
attention given to the most efficient ways of managing it—i.e., per- 
petuating it without its causing undue inconvenience. 

4. Recognition that such competition as exists is based almost entirely 
upon quality and service, not free pricing, hence, dependence can no 
longer be placed on competition as a regulatory mechanism. This im- 
plies the application, as needed, of government price controls, either in 
the form of “lids” or “boosters.” 

5. Since the federal government is the only governmental unit which can 
create money and since only the federal government can coordinate 
effectively the allocation of human and natural resources on a national 
scale, it is the proper role of the federal goverment to be responsible 
for planning specific directions of development of the economy. 
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6. Since only the federal government can create money, it is accepted 
that the financing of needed state and local economic projects increas- 
ingly will be assumed by the federal government.” 


It is very difficult in the United States for the federal government to 
pursue a rational and consistent economic policy because of popular mis- 
conceptions about economics. Whatever the government may try, even 
though it makes sense economically, becomes a subject of widespread 
and heated debate and an object of “movements” to change it. More 
often, policies which make the most economic sense are never tried be- 
cause of opposition to them. An example of such enforced irrationality 
arises from the widespread hostility to income taxes as a means of raising 
revenue. This forces government to rely increasingly on sales and excise 
taxes, which do not seem to evoke such vigorous protest. The lack of 
protest probably stems from the facts that people do not feel that the 
visible taxes—e.g., the retail sales tax—add up to much in one day’s pur- 
chases and are not aware of the existence of the invisible taxes—e.g., ex- 
cises levied on goods before they reach the market. Yet, sales and excise 
taxes bear more heavily on the poor than on middle-income groups, 
more heavily on middle-income groups than on the rich. In short, they 
are “regressive.” The great majority of the population therefore ap- 
proves taxation policies that injure them the most and oppose taxation 
which, in immediate terms, seems to “hurt” the least. As every football 
coach insists, there is a difference between hurt and injury. Sales taxes 
“hurt” least but “injure” most. 

Economically sound behavior would indicate a greater reliance upon 
income taxes than now seems possible. This should not be taken to mean 
that any approach to taxation should be fixed or dogmatic. As Galbraith 
pointed out, at the state and local level, increases in sales taxes, especially 
on nonessential goods, forces a reallocation of resources; it reduces 
spending for unnecessarily luxurious autos, jewelry, and homes, for ex- 
ample, leaving more for the public sector of the economy—schools, 
roads, hospitals, and the like.? But that we could make vastly heavier use 
of the income tax, if we chose, seems indisputable. As Stern demon- 
strates so well, if the numerous loopholes in the federal income tax law 
were eliminated, tax rates could be cut in half without reducing reve- 
nue—or, conversely, present tax rates could be kept as they are and the 


* For a treatment of the “new economics,” probably the most readable book is 
Harry Gordon Hayes, Spending, Saving and Employment, Knopf, 1945. For a more 
recent and comprehensive treatment, see Adolf A. Berle, The American Economic 
Republic, Harcourt, Brace & World, 1963. 

* John Kenneth Galbraith, The Affiuent Society, Houghton Mifflin, 1958, chap. 


p- 12. 
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revenue produced about doubled. As it now stands many millionaires 
pay no income tax whatsoever.* 

Arguments over government ownership and operation of industry also 
illustrate the irrationality of economic policy and decision. The argumen- 
tation over government ownership in the production and distribution of 
electric power is one example. Here, the logical issue is, Who can do the 
job most economically? Electric-power installations are built to last a 
very long time and their monetary cost is amortized over a very long 
period. Private industry usually must pay about 6 percent interest for 
the money it “hires.” The federal government pays about 3 percent in- 
terest—a rough approximation of the interest paid on government bonds. 
Interested students might wish to calculate the cost of financing a $100 
million project over 30 years at 3 percent and at 6 percent and note the 
difference. 

Even though most professional economists consider this a nation of 
“economic illiterates,’ there are good reasons why economic illiteracy 
should gradually decline. First, there is the test of experience. For ex- 
ample, even though people don’t know why, they are aware that deficit 
spending by government seems to continue indefinitely without catas- 
trophe. Second, each year an increasing proportion of the population 
graduates from college. A considerable number of these graduates are 
exposed to one or two introductory economics courses. The courses 
may or may not “take,” but we are justified in assuming that they fre- 
quently will. 

Five specific points of conflict and confusion in American economic 
thought will be considered in the following pages. 


1. Government Frugality vs. Government 
Financing of Needed Projects 


It is widely believed that the government should trim its expenditures as 
much as possible; but it is also widely demanded that government should 
finance all needed projects which otherwise could not be financed. 
During the first administration of Franklin D. Roosevelt, a deliberate 
effort was made to reduce unemployment through federal spending. 
Judged by modern experience, government expenditures of these years 
were puny, though at the time they seemed gigantic. The economic 
effect of fiscal policy during these years is still debated. Some economists 
attribute the drift toward recovery between 1933 and 1939 to govern- 


* Philip M. Stern, The Great Treasury Raid, Random House, 1964. 


336 THE SOCIAL-STUDIES CURRICULUM | 


ment spending, and to bolster their case point out that a cut in spending 
in 1936 was followed by a sharp recession in 1937. But because recovery 
was so slow during all those years many conservative businessmen, who 
had always taken a dim view of government spending, began to say, 
“You can’t spend your way out of a depression.” 

The quick recovery of 1941-1942 seemed so obviously a result of 
huge sums poured into the war effort that many more persons than be- 
fore began to associate large-scale public spending with high-level pros- 
perity. Thus, the belief “You can spend your way out of a depression, 
and the war experience proves it,” came to oppose the belief “You 
can’t spend your way out of a depression.” The view now gained accep- 
tance that a reason the government failed to achieve prosperity through 
spending during the 1930s was that not enough had been spent; if defi- 
cits of $20 or $30 billion or more a year had been incurred, prosperity 
would have returned in a hurry. 

This conflict has probably been resolved on one level. Hardly anyone 
nowadays doubts that government spending contributes to prosperity; in 
this respect it is no different from any other kind of spending. But the 
issues now are rather different from what they were ten years ago. Peo- 
ple seem unconcerned with what was once called “national bankruptcy.” 
They are now concerned with the possibility of uncontrolled inflation 
—a direct “bread-and-butter” issue. Whether inflation is desirable de- 
pends on what side of the fence one is on: for a businessman, it means 
enhanced profits; for persons on fixed or slowly rising incomes, such as 
pensioners, persons in the military, civil service, teaching, anyone with 
investments which pay a fixed return, and the like, inflation may be 
painful.® 

This discussion should not be concluded without mention of the eco- 
nomic role of the Military Establishment and our tendency to become en- 
gaged in a succession of cold wars or “hot” brush-fire wars. When war 
is concerned, the American public is willing to accept unlimited govern- 
ment spending. The government is expected to appropriate enough 
money to engage our troops in battle against Communist expansionism 
abroad or suppress any hint of a Communist conspiracy at home. Con- 
versely, in the abstract they deplore large expenditures for the public 
sector of the economy (schools, hospitals, roads, parks, etc.) while at the 
same time demanding government expenditure for these things if some- 
thing of local importance to them is at stake. 

Most Americans understand vaguely the relationship between spend- 


° Two excellent small books for student reading on the subject of government 
spending are Stuart Chase, Where’s the Money Coming From?, Twentieth Century 
Fund, 1945; and, still better, Robert L. Heilbroner and Peter L. Bernstein, Primer on 
Government Spending, Random House, 1963. 
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ing for war and the existence of prosperity. Industrialists know this very 
well, as do financiers. The following UPI news release appeared in many 
papers on February 8, 1966: “Reports of a peace feeler from North Viet 
Nam brought a flurry of selling into the stock market today and drove 
prices down for a time. They recovered somewhat going into the final 
hour of trading.” One writer argues that the basis of the American econ- 
omy is militarism.® Shortly after World War II, an economist, Fritz 
Sternberg, published a book on the future of the American economy. 
After a period of initial prosperity caused by pent-up post-war demand, 
he forecast that the only way the economy could be kept afloat would 
be by major programs of deficit spending. He also expressed the fear 
that the only publicly acceptable means might be for armaments. Stern- 
berg, a German, labeled an economic system which relies for prosperity 
on huge armament expenditures a Wehrairtschaft economy—meaning 
literally a war-based, prosperous, but highly wasteful economy.’ 


1.1 If government spending is accompanied by prosperity, how do you explain 
the protests against spending by those whose material wealth is steadily 
increasing? Materially, Americans are living better than ever before, if we 
exclude the impoverished minority. In 1965, certain major corporations 
made the highest profits, in relation to investment, ever before made; yet, 
it is frequently the officials of these firms who argue most vehemently for 
reduced government expenditures. How do you explain this? 

1.2 How is debt of the national government different from a private debt? 
Or is it? How can you explain why it appears that the government can 
operate “in the red” year after year? 

1.3 How do you explain the almost universal willingness of the American peo- 
ple to accept deficit spending when its main purpose is to finance military 
operations? How do you explain their tendency to say “we can’t afford” 
needed domestic expenditures? 

1.4 Most people praised President Lyndon Johnson’s promises of economy in 
government. When Secretary of Defense McNamara decided to close 
down a number of military bases because they were superfluous and ex- 
pensive, people and Congressmen in the areas affected uttered cries of 
outrage. How do you explain this? 


2. Taxes and Government Spending 


It is believed that spending by government is a burden on the economy 
which must be borne by taxpayers; but it is also believed that spending 


® Fred J. Cook, The Warfare State, Macmillan, 1963. Cook’s biases and polemics 
get in his way but he makes for very interesting reading nevertheless. 
7 Fritz Sternberg, The Coming Crisis, John Day, 1947. 
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by private corporations is not a burden and that private corporations 
never tax the public. 

Americans dislike taxes to a point where tax evasion is a fine and 
widely practiced art. They always assume that taxes are too high, and 
that purchasing power and standard of living are lowered by the amount 
of the tax. Government expenditures are thought to be essentially non- 
productive, even when not inflated by graft and inefficiency. 

On the other hand, it is generally assumed that corporations charge 
for their services but never tax. When a corporation receives a price for 
its product, a customer gets full value in return (if not, it is his own 
fault). He has parted with his money, but he has received something 
tangible in return. So, what corporations spend—unlike the expenditures 
of government—is productive and not a burden to anyone. 

Those are the beliefs. Actually, a tax per se is never a burden. The 
government, in spending tax revenue, may channel some of our produc- 
tive effort in directions which do not directly raise our material standard 
of living. For example, if tax money is used to pay for national defense 
or foreign military operations taxpayers get little in return. If tax money 
is used to improve the national parks, taxpayers may get back only spir- 
itual uplift. But if the government spends for public works of lasting 
economic value, then such expenditures increase our material standard of 
living and are productive in exactly the same sense that building a new 
steel mill is productive. Also, taxes are not likely to detract from the 
total dollar income of taxpayers. When the government spends tax 
money (and it always does!) it becomes income, directly or indirectly, 
for American taxpayers. Virtually all tax money is returned to the econ- 
omy—even if it goes through the hands of foreign nations first. 

Like government, private corporations may make expenditures which 
do not increase our standard of living. In this category, perhaps, are 
some kinds of advertising, padded expense accounts, unnecessarily high 
remuneration for executives, and the production of goods of dubious 
value. Some corporations—such as holding companies in certain situa- 
tions—may never in any way contribute to our total production of 
needed goods and services. It is wrong to assume that a corporation 
never spends other than its “own” money. Actually, the money always 
comes from the people in one way or another and the function of this 
money is not unlike that of any tax. Corporations usually give their “tax- 
payers” (i.e., their customers and stockholders) something worth while, 
but occasionally they may not: 


Take the example of Paramount Publix. Here fifty thousand so-called in- 
vestors contributed to the greatest public works project ever known in the 
amusement field. In this project there was a maximum of what in government 
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would be called graft, but which in finance is recognized as legitimate tribute. 
Thus the directors voted themselves and the higher executive officers huge 
bonuses in order to encourage each other. The president of this principality 
took a salary and stock bonuses of more than a million and a half in 1930. The 
company lawyer got $75,000 a year and his assistants from $35,000 to $45,000. 
Kuhn, Loeb & Company, the bankers, received a huge present of stock simply 
out of gratitude. A list of relatives received fanciful sums for services of 
doubtful value.’ 


Another aspect of confusion over taxation is a general failure to under- 
stand the ways in which taxes can be used to produce greater eco- 
nomic stability. In periods of severe inflation, for example, certain kinds 
of taxes are among the most effective weapons available to bring prices 
down. Inflation presents people with a choice between higher prices and 
higher taxes, and often it would be to their advantage to take the latter. 
There is also much misunderstanding concerning the role of the gradu- 
ated income tax—which cuts more deeply into high incomes than low. 
When our national income is rising, such a tax automatically increases 
the tax rate and when the national income is falling the rate is automat- 
ically lowered. This helps to dampen the effect of both inflation and de- 
flation. Galbraith says of the graduated income tax, “It is doubtful. . . 
if any single device has done so much to secure the future of capitalism 
as this tax... . It works silently and automatically on the side of eco- 
nomic stability. Conservatives should build a statue to it and to its inspired 
progenitor, President William Howard Taft.” ® 


2.1 What do people receive in return for the taxes they pay? What does the 
government do with tax moneys? What kinds of government expenditures 
tend to build up the productive capacity of the economy? Do these ex- 
penditures increase the living standard of the average American? 

2.2 Do all expenditures by corporations tend to build up the productive ca- 

acity of the economy? Are corporation expenditures ever wasteful? Who 
pays the bill for wasteful or extravagant expenditures by corporations? 
How does the long-range economic effect of corporation expenditures dif- 
fer from that of government expenditures? 

2.3 In what way may it be said that taxes are a burden? Are taxes ever an 
economic burden, or is it only wasteful ways of using productive resources 
that can be burdensome? 


3- Monopoly and Free Competition 


It is believed that American businessmen like the idea of free competi- 
tion and that most American industry is freely competitive; but it is also 


§ Thurman Arnold, The Folklore of Capitalism, Yale University Press, 1959 
(paperbound ed.), pp. 302-303. 
® Galbraith, American Capitalism, p. 188. 
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believed that much American industry is monopolistic, or tending in that 
direction, and that only by the vigilant enforcement of antitrust laws 
can we preserve free competition. 

Most Americans, without bothering to define precisely what it is, be- 
lieve they have a competitive economy. At the same time, large numbers 
of Americans curse “the monopolies.” They seem to believe that much of 
United States industry is monopolized, or tending in that direction. And 
the United States is one of the few countries in the world where the peo- 
ple have shown enough awareness of the economic implications of monop- 
oly to insist on antitrust legislation. 

When monopoly is discussed as a problem, confusion, inconsistency, 
and irrationality triumph over logic. The difference between competi- 
tion and monopoly is rarely understood. One person may insist that an 
industry is competitive but another, with much the same knowledge of 
the industry, may insist that it is monopolistic. Further, many people 
compartmentalize their beliefs to a point that they easily believe (1) that 
most prices are fixed by supply and demand and (2) that most prices are 
higher than they should be because of collusion among businessmen. 

When price competition exists, prices are set by the market, and no 
individual producer has measurable control over the prices he may 
charge. This situation can hold only where the number of sellers is so 
great that each one’s share of the total market is negligible. According to 
classical theory, the market of a self-regulating (laissez-faire) economy is 
governed by price competition. A twentieth-century advocate of laissez- 
faire says, “The price system will fulfill [its] function only if competi- 
tion prevails, that is, if the individual producer has to adapt himself to 
price changes and can not control them.” 1° 

What is the situation in most of American industry today? The 
greater part of mining, transport, communication, power, and manufac- 
turing industry does not practice competition in the classical sense. Con- 
trol rests with a few gigantic firms having power over the market in- 
stead of being governed by it. In most cases, the leading three or four 
firms in an industry are responsible for more than two-thirds of the in- 
dustry’s production and sales. This sort of industrial structure is known 
technically as “oligopoly.” Where oligopoly exists, any single firm can 
by its own decisions affect market price for the entire industry. Price 
competition in the classical sense is found only in a few American indus- 
tries, and even in these it is adulterated with administrative decision. 

Under oligopoly it is common for one firm in an industry to become a 
“price leader.” As long as its decisions seem advantageous to the whole 
industry, other firms copy its prices. In industries with product differen- 


* Alfred Hayek, quoted in Galbraith, of. cit., p. 15. 
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tiation there may be some variation in prices—as between a Ford and a 
Chevrolet—but it is never extreme. When products are so similar that 
buyers have no strong preference for one over another, a price cut by 
one firm must be met by other firms. Thus a price cutter gains only 
temporary advantage. There is, therefore, a strong incentive under 
oligopoly not to practice price competition. In most American industries 
a convention against price competition exists, and habits of this kind can- 
not be prosecuted under the antitrust laws. 

So-called “fair trade” laws are in effect, in one form or another, in 39 
states. One provision of fair-trade laws is retail price fixing—the purpose 
of which is to prevent the more efficient retailers from selling a product 
with a registered brand name for a lower price than do the less efficient 
retailers. For example, in a given state you are likely to pay identical 
prices for a pack of cigarettes, a particular brand of whiskey, an elec- 
trical appliance, name-brand drugs, and the like. A popular Japanese 
camera of a certain make costs precisely $289.50 at every camera shop in 
the United States. The intent of “fair trade” is mitigated by the fact that 
many manufacturers have decided not to enforce retail price mainte- 
nance—hence, our discount houses. There are a number of ruses by 
which retailers, if they wish, can circumvent such laws. But this does not 
mean that fair-trade laws do not on the whole contribute to monopoly 
practice. 


3.1 If American business were competitive in the classical sense, would you 
expect prices to be higher or lower than now? Would you expect depres- 
sions to be more or less severe? Would you expect business to be more or 
less efficient? 

3.2 It is generally accepted among economists that American industry is more 
efficient each year. How do you explain this in light of the fact that 
American industry steadily becomes less competitive? 

3.3 Which of the following do you believe to be destructive of competition: 
The closed shop? The quota system by which professions limit the num- 
ber of new members? Fair-trade laws? Refusal of union plumbers to use 
pipe threaded at the factory? Destruction of fruit by farmers’ marketing 
associations? Parity prices in agriculture? 

3-4 Do you think businessmen generally prefer free competition? Why do 
they say that they do in their magazine ads? Does any group in our society 
prefer competition to a sure thing? What are the economic implications 
of the unpopularity of price competition? 


4. Free Enterprise and Socialism 


It is believed that free enterprise is the best possible economic system, 
and the only system compatible with political democracy; but it is also 
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believed that under modern conditions government must play an increas- 
ingly large role in the economy, and that as time goes on the economy 
will almost certainly become more “socialistic.” 

First, the term, free enterprise, is a semantically empty term—quite 
undefinable. Free competition, as we have observed, can be defined rather 
precisely in terms of free pricing. Capitalism is a poor term with which 
to describe our system, because any economy which makes large-scale 
use of producers’ goods (capital) is properly called capitalism. Neverthe- 
less, American people use the term, free enterprise, in daily discourse; 
and, whatever they mean by it, emotions run high in its defense. We 
shall use it in the following discussion to mean whatever readers want to 
read into it—perhaps simply the American system as it now appears to 
operate. 

We can explore only a few of the many facets of the free enterprise- 
socialism conflict. In one aspect, there is an issue over the “workability” 
of capitalism (free enterprise) and socialism. Socialism, it is argued, sim- 
ply cannot work. Proponents of capitalism argue that socialism central- 
izes decisions in the hands of “bureaucrats.” The meaning is not clear, 
but presumably a bureaucrat is an incapable political appointee who is- 
sues unreasonable manifestoes from behind a large desk in Washington. 
The economy is stifled when economic decisions are rendered by per- 
sons not competent to make them. Another aspect of this argument 
makes “human nature” a culprit: human beings are innately selfish and 
individualistic; their chief desire is for self-gain. A competitive system in 
which each person works for his own self-interest is the only economic 
arrangement compatible with human nature. If socialism requires a high 
level of selflessness and cooperation, it is bound to fail. 

Another argument is that socialism is inconsistent with democracy. 
Socialism means great power concentrated in planning boards, and a cen- 
tral government with enough power to enforce its plans is undemocratic. 
Decisions which should be made by individuals become a function of the 
socialist state. The right to own and operate a business without petty in- 
terference, the right to accumulate as much property as one can, the 
right to choose an occupation and place of residence—all these are said 
to be usurped by a Socialist state. It is foolhardy to try Socialism even in 
small doses as an experiment because mild Socialism inevitably leads to 
extreme Socialism, which leads to Communism. There is only one direc- 
tion in which Socialism can creep. The process is as irreversible as preg- 
nancy. Socialism and dictatorship are thus identified in the public 
mind.14 

“In connection with the general argument about free enterprise, the pro side is 


represented in Friedrich A. von Hayek, The Road to Serfdom, University of Chicago 
Press, 1945; and on a much lower intellectual level by Raymond Moley, How to Keep 
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In spite of the vigor with which these views are held, there is proba- 
bly no issue on which Americans are more ambivalent or confused. We 
reviewed early in this chapter the steady progression of economic cen- 
tralization in the federal government, and its diminishing condemnation 
and growing support. Although rejecting Socialism in the abstract, 
Americans of all persuasion not only want, but seem unable to avoid, in- 
creasing doses of it. We have only to mention social security; medicare; 
public schools; municipal ownership of water plants, bus lines, etc.; pub- 
lic ownership of roads, bridges, etc.; major hydroelectric complexes like 
the TVA and CVP (Central Valley Project, California; it also provides, 
as a main function, public irrigation); and the hugest industry in the 
country in terms of dollar investment, the manufacture of atomic mate- 
rials for explosives, power, and radiation. 


4.1 Which of the following countries have (or had) a free-enterprise system: 
pre-Communist China, India, Iran, Egypt, pre-Hitler Germany (Weimar 
Republic), Mexico, Canada, Sweden? Which of these are or were democ- 
racies? Do you find that only democracies have a free-enterprise economy? 

4.2 Look up the Socialist platform for the national elections of 1912. How 
many of the proposed measures have not yet been enacted into law in this 
country? Why did the Socialist party in the United States die as a political 
force during the 1930s? 

4.3 Would the law of supply and demand be allowed to operate in a Socialist 
system? How could one be sure under Socialism that the goods most de- 
sired and needed by the people would be produced? What means could 
be used to determine the price of goods under Socialism? The wages of 
labor? It has been argued tellingly that a Socialist economy must neces- 
sarily “allocate” labor to various industries and that this allocation would 
lead to “forced labor.” Do you agree or disagree with this argument? 


Prosperity and Population Growth 


It is widely believed that it is good for 4 nation to have a rapidly grow- 
ing population for the economic dynamism and other benefits it 
achieves; but it is also believed that one of man’s most critical problems 
is overpopulation. 

In a chapter on economics, we should stress the notion common 
among businessmen and others that the faster the rate of population 
growth the more rapidly will markets—and profits—expand, but we can 


Our Liberty, Knopf, 1952. The pro-Socialism side is represented by a variety of 
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hardly neglect the idea popular among religious fundamentalists that 
God’s injunction to “populate and replenish the earth” has not yet been 
fulfilled and that large families are a religious obligation. 

A rousing “booster” speech at a Chamber of Commerce meeting is 
likely to dwell on how to lure more people into the community—how to 
expand. We have never heard of a Chamber of Commerce campaigning 
for birth control, except for people on public assistance. 

A woman with a remarkably large family, from seven or eight chil- 
dren up, is admired for her womanhood and her contribution to the na- 
tional welfare. If a woman were to have three sets of quadruplets in a 
row, she would probably be recommended for the Congressional Medal 
of Honor. She certainly would make newspaper headlines and be treated 
as a national heroine. 

The rate of population growth in the United States is high: it varies 
from year to year and there is little point in being specific. A rough 
way of calculating the time it will take a population to double is to divide 
the numeral 70 by the annual rate of population growth. Since the an- 
nual rate in the United States hovers around 2 percent, it is probable that 
our present 200 million population will double in 35 years. Forecasts are 
risky, however: any major breakthrough in the field of medicine, such as 
devising means to avert cardiovascular failure or cure cancer, would so 
lower the death rate that the rate of population gain might soar. Con- 
versely, more convenient and dependable contraceptives—especially if 
furnished free to the poor—might cause a sharp decline in the birth 
rate. 

More will be said about the dangers of uncontrolled population 
growth in the following chapter; we will confine our commentary 
here to the United States. Although most writers stress overpopulation 
in “backward nations” as being the legitimate source of major concern, a 
good case can be made for the argument that the United States is already 
seriously overpopulated.” 

Statistically, the population to land-space ratio in the United States 
looks good, but vast land areas are uninhabitable—the “Great Western 
Desert” is incapable of supporting very many more persons than now 
live there. The habitable areas are progressively more crowded: The 
eastern seaboard is a vast urban clot, extending from New England half- 
way down the coast. The west coastal fringe is rapidly becoming the 
same, particularly in California south of the Tehachapis. The Great Lakes 
area is likewise densely populated. The Southeast is becoming more so, as 
is the Southwest excluding California. 

Some of the problems already produced include: critical water short- 


* See, for example, William Vogt, People! Challenge to Survival, Sloane, 1960. 
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ages; polluted rivers and water supplies; polluted air, an automobile 
problem which is almost out of control and which we seek to ameliorate 
by spending hundreds of millions on freeways, bridges, tunnels, etc.; 
health problems caused by crowding and polluted air and water; urban 
ghettoes of potential explosiveness; and, last but not of minor impor- 
tance, destruction of the natural scene. The amount of genuine wilder- 
ness is virtually gone; and the rate at which we use many other natural 
resources promises a critical shortage before many decades have past. 


5.1 It has been proposed that, if public support for such a measure should be 
gained, American parents be prevented from, or punished as a result of, 
having more than two or three children. Would you favor compulsory 
sterilization? What would be your attitude toward a reversed system of 
income tax exemptions? (That is, after two children, instead of exemptions, 
penalties would apply—say, an added annual $300 of tax for a third child, 
$600 for a fourth, $1000 for a fifth, etc.) 

5.2 Overpopulation refers to the ratio between numbers of people and avail- 
able resources (domestic or imported). What resources could we import? 
Clean air? Clean water? More water? More wilderness? 

5.3 Overpopulation tends to require the substitution of one resource for an- 
other—e.g., if we are short on silver (as we are), we can attempt substitutes 
(a difficult problem because of silver’s uruque properties) or we can raise 
the price of silver to the point where presently unprofitable mines can be 
reworked again. In how many ways can you see that overpopulation may 
cause Americans to suffer an eventual drastic decline in standard of living? 
Algae and plankton can be substituted for foods we are accustomed to. 
Would you like algae soup and planktonburgers? 

5.4 How do you account for the indifference on the part of the public to the 
population problem? Do you think that perhaps there is an instinctive 
urge to procreate which cannot be denied? If so, how long do you think 
man could survive? 


DISCUSSION QUESTIONS AND EXERCISES 


1. What periods or events in American history, or world history, are appro- 
priately related to the study of current economic problems and issues? 

2. Do you favor a required course in economics for every high-school stu- 
dent? Why or why not? 

3. How do you explain the fact that the only kind of public spending the 
American public wholeheartedly condones is for the Military Establish- 
ment? 

4. What would you do about the problem of too many people in relation to 
resources? Should this problem have first priority in our foreign-aid pro- 
gram? 

5. If your students studied each of the economic conflicts described in this 
chapter, what difficulties would you expect to encounter? 
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6. What do you believe is the most crucial economic problem facing the Amer- 
ican people today? Do you believe that the study of this problem should be 
incorporated in the high-school social-studies curriculum? 

7. Have any of your economic beliefs been clarified by your reading of this 
chapter? If so, which ones, and in what way? 

8. Make a list of economic data, sharply negative in form and quality, which 
you could use in order to cast doubt upon some of the economic beliefs 
discussed in this chapter. 
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CHAPTER If 


Problematic Areas of Culture: Nationalism, 
Patriotism, and Foreign Affairs 


Our Nation “Right or Wrong” 
—and Other Nations 


fl Se beliefs, attitudes, and practices which we label nationalism ap- 
peared in Europe toward the close of the Middle Ages and marked 
the beginning of what we regard as “modern Europe.” The appearance of 
nationalism was hastened by the erosion of feudalism and of a Christen- 
dom united under the international authority of one church. It was ac- 
companied by formation of national states with strong central rulers, by 
development of national languages, and by a surging interest in com- 
merce and industry. A motive for formation of national states was the 
need of the rising commercial and manufacturing interests for stable cur- 
rencies, strong governments, and strong armies. 

The Reformation was a potent stimulus to nationalism. Both Luther 
and Calvin turned to national states as bulwarks of Protestantism against 
the internationalism of the Catholic Church. Luther trusted to the state 
power to decide what was in accordance with the gospel, but Calvin in- 
sisted on supremacy of church over state. However, Calvin believed 
churches should be organized on a national, not an international, basis. 
The Protestant Church, organized along state lines and appealing strongly 
to the middle class, thus had immeasurable influence in uniting popula- 
tions under the rule of a single monarch and in inducing them to think 
in national rather than international terms. 

As Randall puts it, the concept of nationalism contained an acceptance 
of—if not hearty belief in—the growth of “independent, irresponsible, 
absolutely sovereign territorial states, the avowed sanction of whose acts 
is power.” A chauvinistic and commercial patriotism developed which 
emphasized the slogans “For king and country,” “For the glory of 
France,” and “My country, right or wrong.” + 

Counterforces arose in the eighteenth century. Intellectuals, imbued 


1 John Herman Randall, Jr., The Making of the Modern Mind, Houghton Mifflin, 
1940, p. 172. 
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with the spirit of the Age of Enlightenment, looked upon nationalism as 
irrational, unnatural, and harmful to human welfare. They condemned 
war and advocated unity of all mankind. In addition, the commercial 
groups had by now recognized that their interests were not served by 
mercantilistic nationalism. Businessmen began to favor international free 
trade, and this attitude had a corrosive effect upon nationalist senti- 
ments. 

The nineteenth century tells a different story. Sparked by a resur- 
gence of nationalism which accompanied the French Revolution and the 
rule of Napoleon, the nineteenth century retreated from the humanitar- 
ian and internationalist thinking of the eighteenth. Nationalism became 
popular in Britain, France, Germany, and the United States. Randall tries 
to express the spirit of the age: 


What, after all, is my country? Is she a group of discordant little men who 
have agreed to live together to serve their own selfish interests? Is she founded 
on an artificial contract, on a man-made and written constitution? A thousand 
times No! She is My Country! She is something sacred, something living, 
greater than any man, than all men now living, than all generations of men: she 
is an organic whole, one and indivisible, a past, a tradition.? 


Patriotism became correlated with a blind, unreasoning love of coun- 
try and obedience to national rulers. It came to have a mystical quality, 
to resemble a religion. One expressed his patriotism by undergoing ap- 
propriate rites, aide as saluting his national flag, displaying it in respect- 
ful ways, and standing at grave attention when the national anthem was 
sung. Another common feature of patriotism was its tendency toward 
intolerance and ethnocentrism. All other countries were thought inferior 
to the fatherland. In some cases, every country but one’s own was an ob- 
ject of contempt and hatred. Anyone within the fatherland who disre- 
garded customary patriotic rites, or who advocated a philosophy of in- 
ternationalism, was considered ignorant, depraved, or traitorous. 

Nationalism and patriotism have continued as major forces into the 
twentieth century. Nationalistic feeling appears to rise during war and 
to remain at fever pitch for several years thereafter. These waves of 
ultranationalism are usually accompanied by conservative reactions in 
political, economic, and social thought, and by attacks on traditional 
ideas of free speech and right of dissent. An exception to this is the 
socialist-oriented nationalism of many new and so-called backward coun- 
tries, as in Africa and Asia. 

In the United States today, the following beliefs reflect our nationalis- 
tic outlook: 


* Ibid., pp. 433-434. 
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1. One’s first loyalty should be to his country. 

2. One should love his country more than life. 

One should respect the symbols of national power and greatness (the 
flag, national heroes, the national anthem, patriotic documents, and the 
uniforms of our armed forces). 

Peace without national honor is worse than war. 

A nation’s greatness is measured by its military strength and success. 
The worst of all crimes is treason. 

The United States is the greatest nation in the world and must always 
remain so. 


Ww 


a 


A contrasting point of view, modifying or rejecting the ultranational- 
ism just described, is essentially internationalist, antichauvinist, and criti- 
cal of national institutions. Associated with the ideology of democratic 
liberalism, it has deep roots in the history of Western civilization. As we 
have seen, this viewpoint was introduced most conspicuously in the 
eighteenth century and lay largely quiescent in the nineteenth. A num- 
ber of recent developments have contributed to its resurgence in the 
twentieth. One of these was “muckraking,” which fostered a more criti- 
cal attitude toward American heroes and institutions. Although muck- 
raking represented a somewhat cynical manifestation of “scientific his- 
tory,” it approached that kind of historical research which stresses publi- 
cation of unvarnished truth no matter whom or how much it hurts. 

The liberalism of Populism and Progressivism was not internationalist 
in outlook; the former was largely unconcerned with the issue, and the 
latter, particularly as interpreted by Theodore Roosevelt, was frankly 
chauvinist. But these movements did help to prepare the soil for Wil- 
son’s New Freedom and the popularization of his brand of international- 
ism. World War II and the years following, in spite of a resurrection of 
extreme nationalism, were accompanied by a considerable movement 
which was internationalist in outlook and definitely hostile toward older 
nationalistic outlooks and saber-rattling patriotism. 

A distinctive form of nationalism is “isolationism.” Contributing to 
this movement was the debunking of World War I myths, performed 
with incisive skill by persons such as Sidney B. Fay and Harry Elmer 
Barnes and presented in popular version by Walter Millis. World War I 
was shown by these scholars not to have had the simple origins once 
supposed. Germans were shown not to be the ogres which American 
folklore had portrayed. Blame was placed upon the heads of Americans 
and the Allies as well as upon the Germans. 

These interpretations, coupled with the unhappy aftermath of the war 
in Europe, led to development of an American pacifist and isolationist 
movement of major proportions. Whatever else this movement may have 
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contributed, it did make millions of Americans more skeptical of gov- 
ernment-sponsored propaganda and more critical of the point of view 
expressed in “My country, right or wrong.” 

Most of the liberal tendencies in American history were captured and 
synthesized under the intellectual leadership of Franklin Roosevelt dur- 
ing the New Deal era. The New Deal was broadly internationalist in 
outlook, critical of many of the old nationalist myths, yet willing to 
fight when the threat of fascist military victory in Europe became too 
compelling to ignore. It is notable that World War II was fought in a 
much more restrained emotional atmosphere than was World War I. Al- 
though feeling ran high against the enemy, especially the Japanese, there 
was a minimum of hysteria. Evidence of the new outlook was furnished 
by the enthusiastic part played by the United States in the founding of 
the United Nations. 

Nor has this enthusiasm cooled substantially, unless it has been in the 
1960s. Drawing again upon public-opinion polling, in numerous polls 
conducted between 1945 and 1954, approximately 80 percent of re- 
spondents approved the UN and never more than 13 percent favored 
our withdrawal. The public has usually had high hopes that the UN 
could help keep the peace (although, as we shall see, this optimism is 
tempered with respect to World War III). Seventy-five percent of re- 
spondents in 1960 wanted a UN police force in the Congo. Attitudes 
toward the effectiveness of the UN seem to be that it should be the first 
instrument used in “small” wars, whatever its ineffectiveness might be in 
a major confrontation.? 

So far as foreign affairs in general are concerned, with few exceptions, 
the American people seem to have withdrawn from their historic isola- 
tionism. Although certain Americans have regarded the new interna- 
tionalism from an idealistic “do goodism” point of view, there is no evi- 
dence that the power elite, including the Presidential Office, has any- 
thing in mind other than serving the selfish interests of the United 
States—which include, of course, corporate interests abroad. In fact, we 
appear to have entered into a new period of interventionism, reminiscent 
of that of the late 1890s and early 1900s. (Communists refer to this as 
“imperialism.” ) 

For example, it is increasingly difficult for the Presidential Office to 
adduce evidence that our presence in Vietnam serves any of our na- 
tional interests. The President and others overgeneralize when they 
“draw lessons” from Munich and the appeasement of the 1930s. The sit- 
uation is almost totally different. Communism is not Fascism, further- 
more, Communism takes a great variety of forms from country to 
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country, and is often intertwined with strong nationalistic impulses.* 

Although withdrawal from Vietnam would be construed by many of 
the less sophisticated as a return to our old isolationist stance, most 
Americans seem confused as to just what we should do. The bland pro- 
nouncements from the Presidential Office that “all is going well” indi- 
cate either profound ignorance or attempts to conceal the truth. A hy- 
pothesis that demands attention is whether we have developed a Wehr- 
wirtschaft economy, as Fritz Sternberg predicted we might (see page 
337). 

Americans are ignorant, ambivalent, and confused about foreign aid. 
To some, it means we are the most generous people on earth. During the 
latter 1950s and early 1960s, foreign aid averaged about $2.9 billions a 
year. Our gross national product, during the same period, ranged from 
$400 billion annually to, as of 1966, over $700 billion. Foreign aid in 1958 
was about 0.6 of 1 percent of GNP; in 1964 it was about 0.4 of 1 per- 
cent of GNP. The facts tell us that we are not very generous after all 
and are becoming less so. 

Compare this with foreign military aid, which is protested by very 
few. 

Between 1956 and 1964, we spent a total slightly in excess of $34 bil- 
lion on what was purported to be civilian aid; in the same period we 
spent $29.5 billion on aid which openly was labeled military. It should be 
noted that much foreign aid earmarked for humane purposes (economic 
development, medicine, education, etc.) is not used for that purpose ex- 
clusively. When a new road or bridge is built, who can say whether the 
motivation is to make the country more viable in a social or in a military 
Sense rn. 

Each year, it appears increasingly difficult for the President to obtain 
congressional consent for the full amount of foreign civilian aid re- 
quested. 

In the universe of foreign affairs, certain beliefs stand out: 


1. The United States is the most powerful nation in the world. 

2. The United States is the best nation in the world. 

3. The United States has an obligation to protect all “free” nations 
against Communist aggression. 

4. The “free world” is the non-Communist world. It includes Spain, 


* Robert V. Daniels, The Nature of Communism, Random House, 1962, see espe- 
cially chap. 6. 

* Sources: Figures on foreign aid from Information Please Almanac, Simon & 
Schuster, 1966, p. 602 (original source: Office of Business Economics, U.S. Depart- 
ment of Commerce). Figures on GNP from The Budget in Brief; Fiscal Year 1966, 
The Bureau of the Budget, 1966, p. 76. 
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Portugal, South American dictatorships, South Africa, other Af- 
rican dictatorships, and the like. 

5. If any new nation falls to Communism, we may assume that a kind 
of domino game is functioning. When dominoes are placed on end, 
sufficiently close to one another, then a push on the first causes 
all to fall. 


Although apparently a majority of Americans hold some degree of 
commitment to most or all of the above statements of belief, a rising tide 
of cynicism is becoming evident. Educated Americans, adults and stu- 
dents alike, who are on the liberal, nonconformist “side of the fence,” 
wonder if much of our anti-Communist pose is not truly a counter- 
revolutionary move—doomed to tragedy in the interim and failure in the 
end. There is a growing awareness that nothing is won on the basis of 
“anti-Communism” alone. A substantial minority know enough about 
Communism now to know that it takes forms indigenous to the coun- 
tries in which it arises, that it goes through an evolutionary process so 
that there is, in fact, no such thing as a static concept of Communism 
which makes sense. The move to extend diplomatic recognition to China 
is burgeoning.® Opinion is perhaps best described as in a state of major 
flux—and confusion. Four major points of conflict and confusion follow. 


1. War and Peace 


Many Americans, commonly labeled the “hawks,” like the idea of an es- 
calated “hot war” with any nation labeled “Communist”; but at the same 
time it 1s believed by many others (the “doves”) that armed conflict 1s 
futile and, if anything, drives more foreigners to support Communism 
than would letting matters take their course. 

We have stated previously that Americans are a warlike people. The 
United States was largely responsible in instigating wars against Great 
Britain (1812), Mexico, and Spain—in each instance hoping to grab a 
large chunk of “real estate.” We failed in our goal of obtaining Canada 
in 1812, but did succeed in acquiring substantial possessions of Mexico 
and Spain. Further, the American government has approved policies 
which were virtually guaranteed to drive the world into war. 

The “revisionist” school of thought among scholars of the genesis of 
World War I sees our role as much different than we saw it at the time. 
Analysis of the causes of World War II will have to wait. But a case ap- 
pears in the making that American tariff policies of the 1920s and early 
1930s (especially the Smoot-Hawley tariff) provided a final blow to the 
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economies of Germany and Japan, helped bring Hitler and the Japanese 
militarists into a position of ascendency, and went far to precipitate their 
acts of expansionism. 

When the United States enters a major war, it enters “all out.” Amer- 
icans seemed to derive some sort of psychological satisfaction from their 
participation in World Wars I and II—diversion from boredom, perhaps. 
Also, no matter what the cause, Americans fight to win. The world will 
never forget that it was the United States which dropped the first two 
airborne atomic bombs. Would any other nation be the first to do this, 
without prior warning and allowance of time for the enemy to evacuate 
its civilians? (Our tradition of violent, rather than peaceful, settlement 
of domestic disputes seems somehow to fit this total picture; in certain 
states, anyone has been free to murder a Negro without conviction of 
crime or punishment; instead his reward has been heroism.) 

There are sincerely peace-loving Americans. Much of the time they 
are in trouble. These people baffle the “hawks,” as, for example in the 
nonviolent civil rights movement instigated by Negroes. What must a 
Bull Connor think when he has to use force against an “enemy” which 
refuses to use force in return? Asian Indians gained freedom from colo- 
nial status by using the same baffling tactics against the British. Although 
life for a sincerely peace-loving person is difficult in the United States, 
many have had the courage during the middle 1960s to make the sacri- 
fice. There is a tiny minority who think that refusing to kill has some- 
thing to do with Christianity and the other major religions which preach 
nonviolence. But this is a very hard position to maintain, and punish- 
ment of some sort is inevitable. 

Anyone who is inclined toward nonviolence must be prepared to 
suffer grave punishment. Persons who oppose serving in the armed 
forces recognize this full well. Suppose a man does not want to kill oth- 
ers, no matter what their race, creed, or nationality—because he simply 
does not like to kill. He can claim “conscientious objector” status, but 
claiming it and getting it are two different matters. Apparently, such a 
person must be able to prove that he is a member of an “off-beat” reli- 
gious sect which contains in its doctrine opposition to killing others. But 
suppose a young man does not belong to such a religious sect? Suppose 
he has only philosophical grounds for despising murder? In that case, he 
finds it virtually impossible to gain CO status. A gun with bayonet is 
thrust into his hands and he is taught survival—a euphemism for killing 
one’s opponent before he kills you. 

On the other side of the coin, we pretend—probably with full sin- 
cerity—that we are a peace-loving people. Cartoonists like to display an 
American as a dove carrying an olive branch in its beak. We talk peace 
incessantly. We have remained uninvolved in many armed conflicts in 
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which we could, perhaps, have defended involvement. We are generous 
almost to a fault in lending aid to nations we have fought successfully. 
We have a peculiar bent for wanting to whip someone, then help him 
up, render first aid, and pay for his hospitalization. 

Paradoxically, we “think” peace, regardless of what we “do.” Re- 
cently the following newspaper report appeared: 


WASHINGTON (AP)—The United States has sold arms to both Israel and 
the Arab nations to help them meet “legitimate defense needs,” the State De- 
partment said in a policy statement made public today. 

“United States military sales have been on a selective basis and in support of 
our objectives of maintaining friendly relations with all the states of the area 
while seeking to advance peace, progress and stability,” the department said.* 


1.1 How would you explain the ambivalence of Americans concerning war 
and generosity to the foe? American soldiers, after dropping napalm on a 
Vietnam village and subduing it, give candy and chewing gum to the sur- 
viving children, food and hospital care to the remaining population. What 
motivation operates in such cases? 

1.2 It is perhaps inescapable that troops on both sides of a conflict tend to 
reach the same degrees of cruelty. In subduing the Philippines, American 
soldiers used exceptionally brutal methods. One of their intents was to 
Christianize the Filipinos—but they were already mostly Roman Catholics. 
Explain this. 

1.3 Man is the only species of animal who seems intent on destroying, with 
conscious aforethought, other members of his species. Lower on the phylo- 
genetic scale, two males may fight to the death over a female—but it is 
unlikely that they consciously want to kill one another. What hypothesis 
can you imagine which would explain the difference between man and the 
so-called “lower” species? The bottle-nosed dolphin is one of the most 
peace-loving of mammals. Is this species “superior” to man? 


2. National Honor and Foreign Commitments 


It is widely believed that national honor is more valuable than life and 
that any sacrifice of “foreign commitments” which would endanger it is 
intolerable; but there seems to be a growing suspicion that the concept 
of national honor is meaningless and not worth fighting for. 

Defending national honor has been a time-honored cause for war. It 
has been used as a slogan in probably every war since the beginning of 
nationalist sentiments. Although one of the chief motivations of the War 
of 1812 was to grab Canada from England (we had “hawks” then just as 
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we do now), the war was fought for “national honor.” A great issue was 
made of the burning of Washington, even though our forces, with no 
better excuse, had previously burned a major Canadian city. 

In the war with Mexico, our national honor was at stake in saving 
Texans who had moved—largely unwanted—into Mexican territory. 
Then there was the battle of the Alamo, and Americans ever since have 
taken great pride in the heroism of their soldiers there—“‘Remember the 
Alamo!” The Mexicans have a rather different view of the subject. 

In regard to the war with Spain, all competent historians are aware that 
the Spanish government had previously acceded to virtually all our de- 
mands. “Yellow journalism,” wanting something saleable to write about, 
pressed for war. The sinking of the battleship Maine, under extremely 
mysterious circumstances—probably from an explosion inside the ship— 
served as a convenient trigger. The slogan immediately became, “Re- 
member the Maze.” President Roosevelt had probably also had a life- 
long yearning to charge up a hill. When the war was clearly won, Presi- 
dent McKinley was forced to decide how much Spanish real estate, in 
addition to Cuba, our country should grab. Of his method of decision, 
Charles and Mary Beard said: 


The intellectual and moral methods by which he resolved his perplexity the 
President later explained. . . . “I walked the floor of the White House night 
after night,” he said, “and I am not ashamed to tell you, gentlemen, that I went 
down on my knees and prayed Almighty God for light and guidance more 
than one night. And one night late it came to me in this way—I don’t know 
how it was, but it came—. . . . There was nothing left for us to do but to take 
them all, and to educate the Filipinos, and uplift and civilize and Christianize 
theme ay 1= 


In World War I, the arms-carrying passenger ship, Lusitania, was 
clearly warned not to sail. The Germans placed an advertisement in 
New York newspapers to that effect. Americans ignored this violation of 
the then commonly accepted rules of war. The ship sailed and was sunk 
by torpedo. Probably more than any other act, this aroused Americans 
to a warlike mood—never a difficult undertaking. We probably had 
legitimate reasons for entering this war, but this particular “cause” was 
of the most irrational sort. 

What is national honor? Most people find the term very difficult to 
define. It appears to be something like oriental “face saving”—but, again, 
what does that mean? To maintain an elusive and undefinable “national 
honor,” we are willing to sacrifice thousands—or if necessary millions 
—of young men. Great Britain, step by step, has loosed its colonies and 
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given them the choice of becoming free or remaining within the Com- 
monwealth. Great Britain has been adulated for this all over the world. 
France and Belgium relinquished their colonies in Southeast Asia—the 
French by military defeat, the Belgians by voluntary withdrawal. 
France, risking civil war, freed Algeria from colonial status. There are 
many other records of such withdrawals by major powers. Typically, 
they have led to admiration and respect—not loss of a mystical “national 
honor.” Americans appear to favor peace—but only “peace with honor.” 
This is all quite meaningless and indicates a deep-seated irrationality as 
well as semantic innocence. 

As of this writing, many prominent Americans—including Senator 
Fulbright, Walter Lippmann, John Emmett Hughes, and Eric Sevareid, 
seem equally puzzled as to what it means to defend one’s national honor. 
Added to this list are numerous intellectuals of all sorts, students, and 
laymen. Unfortunately, some of these persons wear beards; and respect- 
able, middle-class conservatives equate beards with Communism. On this 
matter, people were far more rational 75 years ago. 


2.1 Do you believe that man has an “instinct” for war? Since the definition 
of instinct is “genetically-derived behavior patterns applicable to all mem- 
bers of a species,” how would you explain the peace-lovers? Was Ghandi 
human? 

2.2 According to one theory, at periodic intervals nations get psychological 
satisfaction out of war. It relieves boredom, serves as an excuse for break- 
ing constraining mores, and affords a deep sense of purpose. Do you, 
therefore, think that war is inevitable? 

2.3 According to another theory, historically war has served several impor- 
tant functions in addition to those we have already mentioned. It has, so 
it is claimed, reduced population growth and weeded out the unfit. It has 
also built courage and patriotism. How do you react to these arguments? 

2.4 What meaning do you assign to the term, nationalism? How nationalistic 
do you think Americans are compared with other peoples? 


3. Self-Determination of Nations and Puppet 
Governments 


It is widely proclaimed that our foreign policy is based on the self- 
determination of nations but it is also increasingly believed that we sup- 
port unpopular governments against the wishes of the people in the 
countries involved. 

In 1821, the British foreign secretary proclaimed that it was the privi- 
lege of all nations “to be left free to manage their own affairs, so long as 
they left other nations to manage theirs.” This doctrine was not popu- 
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larized until the end of World War I, when Woodrow Wilson’s famous 
“fourteen points” strongly connoted the idea of self-determination of 
nations—particularly in his aims for a League of Nations, one provision 
of which was to guarantee political independence to all nations desiring 
it. The notion that it was a moral obligation of every nation not to med- 
dle in the affairs of another was proclaimed steadily by many prominent 
figures in the United States, particularly Franklin D. Roosevelt, Harry 
Truman, Dwight D. Eisenhower, and John F. Kennedy. Respective Sec- 
retaries of State and other cabinet members, as well as numerous mem- 
bers of Congress have made similar pronouncements. On an abstract 
level, hardly anyone seems to disagree. It may be said, therefore, that 
one of our central points of foreign policy is nonintervention in the 
affairs of other states. 

But we have a considerable group of cynics who feel that this stated 
policy is nothing more than hypocrisy. They have nothing more to go 
on than such events as the following: 

1. The destruction of the American Indian “‘nations.” 

2. The Monroe Doctrine, which proclaimed that Latin American na- 
tions could not, even if they wished, form alliances with or accept guid- 
ance from, any power but the United States. 

3. In 1853, Commodore Perry, with gunboats threatening, “opened” 
Japan to Western trade. 

4. In 1893, marines were landed in Hawaii and, with the probable 
connivance of Secretary Blaine and the sons of missionaries, deposed 
Queen Liliuokalani, and the islands became ours. However, in spite of 
government by Americans, consciences were salved by referring to the 
islands as the “Republic of Hawaii.” 

5. In 1888, the United States acquired rights, along with Great Britain 
and Germany, in Samoa; by 1tg00 France was pushed out; and after 
World War I the Samoans were ours. 

6. In the 1880s, James G. Blaine recognized that we had a problem 
with South America. The perverse countries of this area were purchas- 
ing most of their manufactured products from Europe even though the 
United States was buying Latin American raw materials—almost go per- 
cent of them duty free. Our self-interest demanded that the Latin Amer- 
ican countries reduce tariffs on U.S. manufactured goods, so that the 
Latins would buy from us. Blaine’s invitation to the Latin Americans to 
establish a “Pan-American customs union” (to our advantage) seemed, in 
the words of Samuel Morison and Henry Commager, like “the invitation 
of the spider to the fly.“ But with the Dingley Tariff of 1897, the goal 
was believed established; the Senate, however, refused to ratify it. 

7. In 1895, President Cleveland announced his intention to determine 
the boundary between Venezuela and a British colony. In this connec- 
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tion, a pronouncement of Secretary of State Olney alarmed Latin Amer- 
ica and insulted Canada. It read, in part, “Today the United States is 
practically sovereign on this continent, and its fiat is law upon the sub- 
jects to which it confines its interposition. . . .” 

8. In addition to the acquisitions mentioned above, in the 1890s the 
United States secured possession of Puerto Rico, Midway, Wake, Guam, 
Tutuila, and the Philippines, and established protectorates over Cuba, 
Panama, and Nicaragua. The landing of American Marines was often re- 
quired and fighting in the Philippines was of SEED ES cruelty. One 
missionary journal was moved to announce that “to give the world the 
life more abundant both for here and hereafter is the duty of the Amer- 
ican people by virtue of the call of God.” 

g. A Cuban revolution occurred in 1895. This was an outcome of the 
imposition by the United States of a 4o percent tariff on Cuban sugar, 
which resulted in extreme poverty and a strong desire of the Cubans to 
be free from foreign domination (they were then a Spanish colony). 
United States corporations had by that time invested over $50 million in 
Cuban mining and sugar. In response to a growing demand for war in 
the United States, Spain finally cabled that the Cuban question could be 
settled in accordance with American demands. But, luckily, the Battle- 
ship Maine blew up in a Cuban harbor. The American people desper- 
ately wanted war—hence, the Spanish-American “affair.” 

10. Students may be interested in exploring the number of times, and 
places, American Marines have been landed to protect American corpo- 
rate interests. They may also want to add the number of times in the 
twentieth century that the United States has interfered in the internal 
affairs of other nations. It might be worth while to investigate United 
States shenanigans in China: In 1899, Jon Hay, in collaboration with the 
British, announced the “open door” policy for China—which meant, in 
effect, that China, which had long been up for grabs, would be subjected 
to the additional economic exploitation of these two powers. The Boxer 
Rebellion followed, some 300 foreigners (mostly missionaries) were put 
to death, and the United States sent 5000 soldiers into China. China was 
forced to pay an indemnity to the United States of $24,000,000—half of 
which was eventually returned (because we are a kindly, generous 


people). 


3.1 Are our present pronouncements about wishing for Southeast Asia only 
“self-determination” hypocritical? If not, what motives are at work? 

3.2 Has the principle of “self-determination” been a myth throughout both 
our history and that of other countries? Has any such principle ever been 
applied anywhere by a major power? 

3.3 What governments can you name that might properly be labeled “puppet 
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governments” maintained in power only by the strength of American mili- 
tary power or economic sanctions? 


4. Patriotism as Obedience and Patriotism as 
Critical Inquiry 


It is widely believed that patriotism consists of serving government 
wishes, whether right or wrong, in time of emergency; but it is believed 
also that the best kind of patriotism is constructive criticism of one’s 
government. 

This issue is particularly timely as we now write. The nation is in- 
volved in an undeclared war in Vietnam. Already about 500,000 troops 
are committed, and this may double or triple by the time this book 
is off the press. (Or, conversely, the war may be over.) The point is, 
among both soldiers and persons on the home front, who are the more 
patriotic—those who criticize our involvement in Vietnam or the way 
we are discharging it, or those who give unquestioning support to every 
decision of the Executive Office, Congress, and members of the power 
elite influential enough to sway these arms of government? 

There is no point repeating the verifiable facts of the Vietnam story. 
However, several aspects of this situation must be noted. Other nations, 
and the journalists of those nations, tend to place an entirely different in- 
terpretation on our presence in Vietnam and the way we are or should 
be conducting the war than do our own government and our own jour- 
nalists. The point is made in the foreign press that the executive head of 
the Viet Cong is not a Communist, even though many in his staff are, 
and that the typical Viet Cong soldier is not even aware of the ideologi- 
cal issues between Communism and democracy. Foreign interpreters also 
tend to interpret the war in South Vietnam as a civil war, motivated in 
large part by widespread detestation of a succession of incompetent and 
callous governments. These writers also emphasize the complexity of the 
entire situation, since the population of South Vietnam consists of a 
combination of Catholics, Buddhists, and the religiously passive; and, po- 
litically, of persons who want to maintain present vested interests in 
spite of majority opposition, of those who espouse a militant opposition 
to vested interests, and of those who only want to be left alone to work 
their rice paddies. We hear stories of unnecessary brutality on the part of 
American soldiers, as well as on the part of South Vietnamese soldiers. 
We are told by foreigners that we proclaim that all we want is self- 
determination for the South Vietnamese; but that in any free election, 
since a majority of them probably would vote for a Communist regime, the 
outcome will be the same no matter how long we remain involved. For- 
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eign writers and observers point out that our involvement is intrinsically 
illogical. 

They likewise criticize the so-called “domino” theory to the effect 
that if South Vietnam becomes Communist, then so will all of Southeast 
Asia, country by country—and they use present antiCommunism in In- 
donesia to bolster this point. Some suggest that in the long run all of 
Southeast Asia will become Communist anyway, so that any war, now or 
later, to quell this trend can have no more effect than to squander thou- 
sands of lives and disrupt civilian life—all to no end. 

Some point out that the Chinese, who to some degree support the 
North Vietnamese Communists and the Viet Cong with supplies, weap- 
ons, and military advisors, have every reason to hate Americans and 
want them ejected from all of Asia. In this connection, it is pointed out, 
the Chinese have good memories: They recall the Boxer Rebellion and 
many other matters which would incense any nation. Chinese involve- 
ment, therefore, may not be primarily political: It may be based on a 
long-standing list of grievances. 

The foregoing is only a beginning of what we are told by those who 
disagree with our way of handling the situation in Asia. But it illustrates 
an important point. American involvement in Vietnam is, in the eyes of 
the world, highly controversial. It is inevitable that these same contro- 
versies enter into discourse and influence behavior in the United States. 
We now have a large number of critics of our involvement in Vietnam. 
They include both the young and the old, both men and women, both 
Republicans and Democrats. They include well-informed, highly promi- 
nent persons—such as several members of the Senate Foreign Relations 
Committee and other congressmen. Some of these persons at times, in 
addition to speaking loudly, form picket lines and carry placards. 

It is quite clear that the Presidential Office, a majority of congressmen, 
most members of the power elite, and a probable majority of United 
States citizens, do not like criticism of our war in Vietnam. There is a 
general feeling that even if some of the critics are right on specific 
points, they should keep quiet because everything they say encourages 
the enemy to fight with more determination and to refuse the bids of 
our government for negotiation. President Johnson has himself seemed 
quite touchy about criticism, as have Secretary of State Rusk and Secre- 
tary of Defense McNamara. Criticism of how the United States con- 
ducts its foreign policy is being proclaimed by many as “unpatriotic.” 
The critics are being urged to keep quiet and let the government get on 
with the war. So far, we have no sedition laws which would legally pun- 
ish critics, but the passage of such would be in harmony with some pre- 
vious actions in United States history. 

The critics, on the other hand, feel that they are more patriotic than 
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the passive—or, if not quite passive, silent—supporters of government 
action. They are convinced that a democracy can function only by the 
full exercise of the right of dissent. They believe the government and 
people are misguided about Vietnam. They feel it a moral obligation to 
try to “set the record straight.” Most of them probably feel that they 
are more patriotic than the noncritics, and feel this sincerely. 


4.1 How would you define patriotism? Is it love of country? “Country” 
an abstraction. Can a rational person be in love with an abstraction? 

4.2 Young men who claim conscientious-objector status in wartime are always 
suspected of unpatriotic motives. What do you think? Should it be made 
easier or harder for a person to receive conscientious-objector status? 

4.3 In a communication with a friend, Thomas Jefferson once wrote that he 
felt it might be good for a nation to have a revolution every twenty years. 
It would keep the nation on its toes, he felt. Was this an unpatriotic as- 
sertion? 

4.4 Prior to and during the American Revolution against England, the colon- 
ists disobeyed laws and said many insulting things about King George and 
the British government. We now call these colonists patriots. Do you 
think the British government thought so? Were the loyalists patriots? 


DISCUSSION QUESTIONS AND EXERCISES 


1. What is the social function of such patriotic ceremonies as saluting the flag, 
pledging allegiance to the flag, singing the national anthem, and holding 
memorial services for the war dead? Do these ceremonies make citizens 
more patriotic? More democratic? 

2. Is loyalty to the United Nations incompatible with loyalty to the United 
States? Why, or why not? 

3. Should public-school teachers teach American youth to support the United 
Nations? Or should they merely teach about the United Nations? Should 
public-school teachers teach American youth to support the Constitution of 
the United States? Or should they merely teach about the Constitution of 
the United States? 

4. To what extent, if any, should the teaching of history have as one of its 
purposes the building of patriotic sentiments? Can one teach patriotism at 
the same time that he teaches the truth about his country? 

5. Every nation has a body of myth or legend concerning its past. One of 
the purposes of historical research is to determine the relative amounts of 
truth and falsity incorporated in any nation’s myth and legend. What atti- 
tude toward myth and legend should a history teacher foster? Is it possible 
to teach patriotism without teaching that certain myths and legends are 
true? 

6. Is the myth and legend approach to teaching patriotism essentially different 
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from the ritual approach? If so, what is the difference? Do these two ap- 
proaches have anything in common? 
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CHAPTER I6 


Problematic Areas of Culture: Social Class 


Social Class as an Area of Contradictory and 
Irrational Belief 


De he aspects of social-class behavior may best be understood 
against the backdrop of the American creed of equality, which will be 
considered again briefly in Chapter 18.1 When asked about their class 
affiliation or that of their acquaintances, many people say, “We have no 
classes here. In this community everyone is equal.” The average Ameri- 
can, especially of a small town or rural area, regards class as something 
alien and undemocratic. He is loath to admit that classes exist in his 
community. 

One reason for this attitude is popular identification of class with the 
social structure of Europe and England. Probably most Americans think 
of a class system as having sharply delineated status levels, from which it 
is virtually impossible to move. They associate class with hereditary po- 
sition. When conceived in these terms, the idea of class seems so contra- 
dictory to American ideals of democracy that to many persons it is 
highly unpalatable, if not actually menacing. 

Nevertheless, Americans behave daily as if classes exist. Research con- 
ducted by W. Lloyd Warner, Allison Davis, John Dollard, Robert J. 
Havighurst, and many others has told us a great deal about the class 
structure of the United States, and about thinking and behavior related 
to class membership. 

A social class is an aggregation of persons having a given social rank- 
ing in a community. Membership in a social class represents one form of 
status, but there may be bases of status other than class—sex and age, for 
example. The definition of class most commonly used among social sci- 
entists is largely objective; that is, it assumes that a person’s rank depends 
not on what he thinks it is but on what others think it is. It is possible to 
develop objective criteria for ranking persons which will assign them 
with great accuracy to the class to which most other members of the 


1 For a summary statement of the American Creed, see Gunnar Myrdal, An 
American Dilemma: The Negro Problem and Modern Democracy, Harper & Row, 


1944, pp. 8-12. 
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community assign them.? Social classes tend to differ in income level and 
occupation, manners and customs, beliefs and attitudes. No sharp lines 
can be drawn between classes, however, since they shade into one an- 
other at their upper and lower borders. 

Originally, students of social class applied a five- or six-class scale in 
describing all those who are classifiable at all. This scale consisted of (1) 
lower-lower class; (2) upper-lower class; (3) lower-middle class; (4) 
upper-middle class; (5) upper class; and in those communities—mainly 
in the East and Southeast, where an old-line aristocracy exists—the 
upper class was broken into two groups, lower uppers and upper 
uppers. 

As we review these studies from the vantage point of the 1960s, it 
seems Clear that the foregoing system was faulty. Although it was con- 
ceded in the period between the 1930s and the 1950s that many persons 
are unclassifiable by any method yet devised, it was not clearly recog- 
nized that there is an additional group—greatly expanded since World 
War II—which must be delineated within the structure. It seems clear 
that the lower-middle and upper-middle bifurcation is grossly oversim- 
plified. There is now a middle-middle group of major importance. This 
group is composed largely of the “new technicians,” mostly educated 
since the war, who are essential to industry and the space and war effort. 
There are thousands of types of jobs in this category and we will name 
only a few for illustration: computer programmers, electronics engi- 
neers, rocket-motor technicians, nuclear technicians, designers of mili- 
tary hardware, and so on. Many persons who were once located in the 
lower-middle class have moved up without yet obtaining upper-middle 
status. These include beauty-shop operators, school teachers, sales per- 
sons, and numerous other categories of persons in the “service indus- 
tries.” The foregoing is incomplete and hence oversimplified, but it 
should give students a notion of this new middle-middle group. 

Where six identifiable classes exist (according to the old system of 
classification), the upper class divides into two groups, according to age 
of family: an “old” and a “new” aristocracy. Very often lower uppers 
have more money, but they cannot boast the ancestral lineage of upper 
uppers. They are the nouveaux riches. The upper-middle class consists 


* Warner and associates have used two fundamental methods of “placing” individ- 
uals classwise. One is known as the Index of Status Characteristics, and assigns scores 
to individuals according to their occupations, sources of income, house types, and 
dwelling areas. Each of these criteria is weighted and a total score derived for each 
person, Class membership is determined according to a score table. The second 
method is the method of Evaluated Participation; it consists of techniques which ex- 
pose a person’s rank by getting at what other community members think of him and 
how they behave toward him. See W. Lloyd Warner, American Life: Dream and 
Reality, University of Chicago Press, 1953, pp. 60-66. 
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of solid community citizens, persons successful in business and profes- 
sions, who are prosperous but not wealthy. The lower-middle class is 
chiefly made up of persons with white-collar jobs who do not make 
much money: clerks, salespeople, stenographers, and farmers of moder- 
ate means. The upper lowers are mainly skilled and semiskilled work- 
men, persons who work in blue collars but are thought respectable. There 
isa marked range of income within this group, and many upper lowers have 
higher incomes than most lower middles. The lower-lower class consists 
of unskilled or semiskilled workers who are thought by others to be ig- 
norant, dirty, and immoral. Warner and associates sometimes refer to the 
upper-middle and upper classes as the “level above the common man,” 
the lower-middle and upper-lower classes as the “common man level,” 
and the lower-lower class as the “level below the common man.” 

In communities studied, from 3 to 4.2 percent of the population are 
upper class, approximately half of them upper uppers, except in commu- 
nities where there is no upper-upper group. The upper-middle class may 
include from 1o to 22 percent of the population, lower middles from 28 
to 35 percent, upper lowers from 28 to 41 percent, and lower lowers 
from 10 to 25 percent. The “level above the common man” includes 
from about 13 to 26 percent of the population, depending upon the com- 
munity. The “common man level” comprises from 60 to 70 percent.? 
Since we do not know the extent to which changes since World War II 
force revision of these figures, they are mainly of historical interest. 

Although class has been defined objectively, classes exist in an identifi- 
able form only on the basis of what people believe about class. That is, 
Americans hold a complex pattern of beliefs which assume that classes 
exist and which tend to call forth overt class-oriented behavior. Both id- 
eology and behavior are in direct contradiction (much of the time) to 
professed beliefs in equality. 

Persons may, and often do, experience moral conflict in the area of 
class behavior, as will be shown later in this chapter. Warner points out 
that “It is clear to those of us who have made studies in many parts of 
the United States that the primary and most important fact about the 
American social system is that it is composed of two basic, but anti- 
thetical principles: the first, the principle of equality; the second, the 
principle of unequal status and of superior and inferior rank.”’* Al- 
though antithetical, these two principles are not considered by Warner 
to be necessarily inconsistent if properly balanced; on the other hand, 
Warner and others recognize that class phenomena may produce fre- 
quent and serious conflicts for individuals. Because most persons believe 


* Ibid., pp. 58-59. 
* Ibid., p. 104. 
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and behave in contradictory ways where class is concerned, because for 
the most part they are unaware of these contradictions, and because 
these contradictions often lead to irrational and confused behavior, social 
class is properly included in our list of problematic areas. 

The existence of class-related beliefs complicates the problem of de- 
scribing ideologies in other problematic areas. Classes vary considerably 
in their beliefs about sex, economic matters, religion, politics, nationalism 
and patriotism, and etiquette. As a result, we do not have on most of 
these matters an American ideology, but several ideologies which are 
different in important respects. 

However, belief patterns are less chaotic than they seem at first 
glance. There is a general American culture which cuts across class lines. 
This includes not only the American creed of equality and liberty but 
also a number of almost universally accepted beliefs—that it is proper to 
wear clothes, that murder is undesirable, that monogamy is the best form 
of marriage, etc. And, although each social class has its own characteris- 
tic beliefs about a number of matters, it is not improper to refer to the 
United States as a “middle-class nation.” Although the lower class out- 
numbers the middle class in many communities, the middle class tends to 
set the ideological standards of the culture. For example, upper-lower- 
class persons tend to emulate middle-class standards, presumably because 
they hope to rise some day to middle-class status. Lower-upper persons 
typically accept many middle-class beliefs and attitudes, partly because 
most of them rose from the ranks of the middle class, partly because 
they wish to be “democratic,” and partly because upper uppers, whom 
they are trying to imitate, also share many traditional middle-class 
thought patterns. Although media of mass communication sometimes ex- 
press upper-class sentiments, they generally promote a middle-class out- 
look.® 

Here are a few of the middle-class beliefs which so profoundly affect 
American life: 

1. Economic beliefs are typically conservative. They follow the free- 
enterprise ideology described in Chapter 14. They emphasize “getting 
ahead,” which means getting better jobs, making more money, and living 
more comfortably than previous generations. Although the middle class 
places more emphasis upon thrift and prudent management than does 
either upper or lower class, middle-class persons usually try to “keep up 
with the Joneses,” which requires compromise in the valuing of thrift. 

2. Standards of sex behavior are rather puritanical, but, as we shall see 
in Chapter 19, are changing rapidly. 

3. Parents tend to supervise their children closely, commonly restrict- 
ing their play activities and choice of associates. They often nag their 

° Ibid., chap. 10. See particularly the analysis of a “soap opera,” pp. 216-234. 
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children in an effort to keep them physically and morally clean, safe, and 
in good company. They insist on early toilet training and on early learn- 
ing of respectable language and manners. They are also willing to make 
major sacrifices for their children. 

4. Church membership and attendance looms high, and patriotic or- 
ganizations and ceremonies receive support. 

5. Honesty, fair play and sportsmanship characterize all relationships 
where a strong person is dealing with a weaker (as expressed in the say- 
ing, “Never kick a man when he’s down’). This belief is honored 
mainly in the abstract and in special circumstances (see the analysis in 
Chapter 13). 

One might summarize the dominant middle-class beliefs and attitudes 
by saying that they uphold “success,” “respectability,” and “morality,” 
all defined in a traditional and essentially Calvinist sense. 

Although middle-class ideology tends to dominate American thinking, 
beliefs and attitudes of both upper and lower classes do differ sharply at 
certain points. For example, both upper- and lower-class persons tend te 
be less puritanical and inhibited where sex is concerned. A fairly large 
proportion of lower-class persons, especially those of the lower-lower 
class, are frankly irreligious and unpatriotic. Upper-class persons usually 
belong to a church but seldom attend, and often hold very liberal reli- 
gious views; they are also usually cold to patriotic ceremonies. Lower- 
class persons often do not take seriously middle-class beliefs about fair 
play, honesty, cleanliness, and respectability. Both upper- and lower-class 
persons often regard middle-class persons as stuffy and hypocritical. 

Because of these differences, members of each class except the lower 
lower look down upon and in various ways discriminate against members 
of “inferior” classes. Discrimination may take the form merely of avoid- 
ance. It may go further and involve actual manipulation of people for 
personal ends, as when an upper-lower employee is fired to make room for 
the son of an upper-middle acquaintance of the boss, or when a lower- 
class girl is ousted as drum majorette because of pressures put upon a 
principal by upper-class parents. 

Social-class problems are basically problems in intercultural or inter- 
group relations. Since each class tends to have its own characteristic be- 
liefs, it is reasonable to view classes as subcultures within the broader 
framework imposed by the “American creed” and other nationally held 
beliefs and attitudes. Prejudiced beliefs, and discrimination directed 
toward an inferior class are not unlike those directed at an ethnic minor- 
ity (except where caste behavior is involved). 

Class discrimination is felt very sharply in most American public 
schools. At least 94 percent of public-school teachers identify themselves 
with the middle class and may be judged to be middle class according to 
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objective criteria. But about 60 percent of the student body of a typical 
school is lower class.¢ Probably many problems experienced by lower- 
class children in school arise from the fact that schools prize middle-class 
culture and penalize manifestations of lower-class culture wherever these 
happen to deviate markedly. Curriculums and activities are arranged, for 
the most part, to favor middle- and upper-class children.‘ 

Although the total program of most schools is weighted against lower- 
class children and youth, readers should not get the impression that noth- 
ing is being done to help the lower-class school population. In the 1960s, 
the federal government, in collaboration with state governments, adopted 
a series of programs for underprivileged youth which is so vast and com- 
plex that as of this writing most schoolmen do not understand it very 
well. Although numerous congressional measures have been designed to 
lend help in some manner, the three major pieces of legislation are the 
Vocational Education Act of 1963, the Economic Opportunity Act of 
1964, and the Elementary and Secondary Education Act of 1965. In 1966 
more than $2 billion had been allocated to implement these Acts. 

The extent of this effort can best be indicated by reviewing hastily the 
total program. The primary purpose of all aspects of these programs is 
education—the assumption being that this, in the long run, is the most 
effective way of striking at poverty and improving the social mobility of 
the poor. It is not necessary for our purposes here to go into minute de- 
tail concerning which Act has which purposes, or the mechanics of fi- 
nance and administration. Students who want the particulars can secure 
large numbers of pamphlets from the U.S. Office of Education, the U.S. 
Office of Economic Opportunity, and the Superintendent of Documents, 
Washington, D.C. 

The first program of major interest is schooling for children of pre- 
kindergarten age. The guiding theory for this program, named Opera- 
tion Head Start is that by the age of 4, enough of an individual’s basic 
personality structure has developed to account for about 50 percent of 
his score on IQ tests later in life (by the time he is 8, environmental fac- 
tors will have accounted for another 30 percent of his IQ score). Al- 
though many other factors are involved, IQ score correlates to a signifi- 
cant degree with how well a youngster does in school and whether he 
will become a dropout. Preliminary data suggest that Head Start may in- 
crease IQ scores as much as 30 points.® 

wlbids. Dui77. 

* For an interesting account of discrimination among high-school students see W. 
Lloyd Warner and associates, Democracy in Jonesville, Harper & Row, 1949, chap. 
6. 

® See Education, An Answer to Poverty, U.S. Office of Education and US. Office 


of Economic Opportunity, Washington, D.C. (no publishing data given; either 1955 
or 1956). 
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At least seven different programs have been provided for lower-class 
children of the primary and kindergarten years. These include programs 
to improve oral and written language skills, involvement of parents, large- 
scale experimentation in new techniques of teaching, furnishing visual 
and printed materials, summer programs for migrant children, and so on. 
At least as many programs have been made available for children in 
grades 4 through 6. These include programs similar to the primary ones, 
the addition of more remedial programs, and the beginning of a guidance 
and counseling program. 

Teen-age programs include the Job Corps for unemployed youth be- 
tween 16 and 21. This includes work for pay and combined job-training 
programs. For lower-class teen-agers still in school, there is a greatly ex- 
panded emphasis on courses of direct vocational utility to those occupa- 
tions now in greatest demand for which these youth may be suited. 
There are continued remedial programs for those still in school. There 
are combination work-school programs, in which youth combine the 
two and receive pay for their out-of-school employment. These pro- 
grams for youth still in school have been labeled Operation Fair Chance. 

Although much is made of the extent to which schools are receiving 
federal aid, the Military Establishment, the space effort, and other kinds 
of expenditures not only have priority but involve spending on such a 
vast order that aid to schools is quite negligible by comparison. As a 
people, we are “education minded” in one sense but in another sense al- 
most everything else has financial priority—especially at the federal 
level. 

In spite of what seems to be a massive program of aid, we can forecast 
with some assurance that psychological conflicts of lower-class youth in 
a middle-class school will remain. The new programs are unlikely to 
change the middle-class values of teachers—the fundamental value clash 
will remain. There is also a risk that stigma will be attached by middle- 
class students and by teachers of academic subjects to the new programs. 
Lower-class parental involvement would seem to have an uncertain fu- 
ture: These parents are already too hostile and alienated to be likely to 
change much. 

Children experience conflicts when they observe that their own behav- 
ior does not square with American ideals of equality and liberty. Chil- 
dren of lower ranks experience conflict when they try to conform to 
middle-class standards pressed upon them by the school, since such con- 
formity often means violating the standards of their home and neighbor- 
hood. Conflicts arise also when children reject friends of their own class 
in order to take advantage of friendships offered them by children of a 
higher class. 

Some of the contradictions and confusions in belief and behavior 
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which define social class as a problematic area will be considered in the 
following sections. 


1. Rank in a Classless Society 


It is believed that there are no social classes in America; but it is also be- 
lieved that some persons are better than others and entitled to more of 
the rewards of life. 

First in our equalitarian ideology is the belief that “All men are cre- 
ated equal,” sometimes stated, “All men are equal in the sight of God.” 
We may identify a cluster of beliefs which support or logically follow 
from this basic proposition: All occupations are to be respected, even 
the most lowly. Honest toil, earning one’s bread by “the sweat of one’s 
brow,” is honorable and respectable. The poor have special virtues sel- 
dom found among the rich (we may sometimes identify a kind of doc- 
trine of inverted status—hard-working laborers are thought the true aris- 
tocracy, and the rich regarded as parasitical, profligate, and immoral). A 
social climber—anyone who “puts on airs’—is contemptible, and to be 
shunned rather than admired. It is only the “cheap” and the “small- 
minded” who “lord it” over those who are less fortunate. Such persons 
put on a “false front” by living in ways they “cannot really afford.” 

We shall comment on but one other example of our equalitarian ideol- 
ogy. A rich man who behaves like a common man, who has the language 
and manners of a plain person, who is willing to associate with plain per- 
sons, is much admired. He is a “regular guy,” as “common as an old 
shoe.” Persons who are socially inferior report glowingly on their 
“democratic” associations with the great man. Similarly, when young 
Mr. Van Swank marries Sadie O'Leary from the other side of the rail- 
road tracks, he is much admired by middle- and lower-class persons, 
Such a marriage proves, it is thought, that America has a truly classless 
society. 

Alongside the foregoing beliefs are an equal or greater number which 
assume that classes exist, or ought to exist. These are less widely held by 
lower-class than by middle- and upper-class persons; but even members 
of the lower-lower group may accept some of them. Foremost is the no- 
tion that some persons and some families are better than others. One 
constantly encounters statements such as, “He comes from a fine fam- 
ily,” “She is a nice girl, but her family doesn’t rate,” “I wonder’ why 
Jack and Ted run around together—Jack is such a well-bred young 
man,” “The trouble with joining the club is that some of the people in it 
you would want to associate with, and some you wouldn't.” Occasion- 
ally one hears statements which suggest that superiority-inferiority is a 
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function of heredity, and blood is the carrier of hereditary qualities. 
“Blood will tell” communicates this idea. One also hears the expressions 
“blue blood” and “fine-blooded family.” The saying “You can’t make a 
silk purse out of a sow’s ear” probably assumes a hereditary basis for 
upper-class status. Expressions referring to inherited superiorities occur 
more often among upper-class than among middle- or lower-class per- 
sons. 

It is commonly believed that some behaviors are “vulgar,” “coarse,” 
“crude,” “awkward,” or “unrefined.” By contrast, other behaviors are 
“correct,” “polished,” “stylish,” “well bred,” or “proper.” Whenever 
behaviors are so labeled, persons using them are likely to be categorized 
as either “high type” or “low type,” which is equivalent to assigning 
class rank. 

Some jobs, some clubs, some schools, and some churches ® are thought 
better than others—not objectively, according to money earned, physical 
facilities, or usefulness, but in terms of greater “social respectability.” 

Since most individuals accept to some degree both the American creed 
of equality, with all that it implies with respect to social class, and a class- 
accepting group of beliefs, it is obvious that in the area of social class 
there is much inconsistent and compartmentalized thinking. For exam- 
ple: Persons who dislike to think of our culture as class structured work 
very hard at acquiring and displaying symbols of status. A wife of an 
equalitarian professor is likely to prefer that her children not associate 
with children who display lower-class traits, such as “smutty” talk or use of 
the word “ain’t.” Even though she regularly denounces upper-class per- 
sons as snobs, a middle-class housewife is likely to be very pleased to be 
invited to a tea given by an upper-class woman. Even though there 
may be plenty of food and a vacant place at the table, a middle-class per- 
son of equalitarian philosophy is still not likely to invite into the house 
for a meal a laborer who comes to tend the lawn. 

Those who are most class conscious are most likely to become entan- 
gled in inconsistencies of the above sort. Certain groups, identifiable 
by sex, status, or occupation, usually take class more seriously than do 
other groups. Women tend to be much more class conscious than men. 
Newspaper society pages are read chiefly by women, it is primarily 
women who organize social functions in which symbols of class are con- 
spicuously displayed, and women are more prone than men to snub or 
ostracize persons of a lower class. In contrast, men of all class levels are 
often able to associate harmoniously in a veterans’ organization, church, 


99 ¢¢ 


° In Jonesville, for example, churches rank socially from high to low as follows: 
Federated (Congregational and Presbyterian), Methodist, Lutheran, Catholic, Baptist, 
Free Methodist, and Gospel Tabernacle. Warner, Democracy in Jonesville, p. 153. 
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or club. Probably class consciousness increases among both sexes as one 
moves upward in the class hierarchy, upper uppers being the most aware 
of class distinctions although sometimes exhibiting more outward de- 
mocracy in their behavior than lower uppers. 

Certain occupational groups seem largely to escape class entanglements 
and discriminations; they are “outside” the class system, so to speak. Ex- 
amples are artistic and scholarly professions and government service. 
Small children are not at first class conscious, but evidence sugggests that 
they steadily become so as they mature, and over two-thirds of sixth- 
grade children are able to rate other children in terms of conventional 
symbols of social class."° 


1.1 How do you define social class?) How does a class differ from a caste? 
Are social classes necessary? 

1.2 What would a classless society be like? Would any of the following have 
a role in such a society: stylish clothes, correct English, proper etiquette, 
formal teas, tuxedos, sororities, finishing schools? 

1.3 Is it possible to have equality and social class at the same time? How 
would each have to be defined in order for them to coexist without con- 


flict? 


2. Earned Success and Fortuitous Success 


It is believed that the United States is a land of opportunity and that 
anyone can get ahead if he tries hard enough; but it is also believed that 
a person cannot move upward nowadays unless he gets lucky breaks or 
knows the right people. 

The first belief has such a long tradition and such wide currency that 
it needs but little comment. It perhaps reached its zenith in popular ac- 
ceptance in the late nineteenth century, when “success novels” achieved 
a circulation of millions of copies. The belief is accompanied by a 
cluster of optimistic notions of the following sort: America is a classless 
society. Since ancestry and childhood circumstances are irrelevant to 
success, it is no real handicap to be born poor or on the wrong side of 
the railroad tracks. Anyone can move upward if he has what it takes. If 
a person is of high character, works hard and conscientiously, and saves 
his money, reaching the top is virtually guaranteed. If he fails to reach 


*° For an interesting study on class attitudes of children see Celia Burns Stendler, 
Children of Brasstown, University of Illinois Press, 1949. 
“ Horatio Alger wrote more than one hundred novels on the “rags-to-riches” 


theme, most of which were widely read in the late nineteenth and early twentieth 
centuries. 
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the top, it is because he did not try hard enough, or showed moral weak- 
ness, or did not have what it takes. The life of Abraham Lincoln has 
come to symbolize the dream of American opportunity, with the result 
that Lincoln is perhaps the greatest of all American folk heroes. 

A belief in equal opportunity may be associated—as demonstrated by 
some of the beliefs just mentioned—with a belief in the essential equality 
of individuals. If one assumes that everyone is created equal, then 
success becomes a matter of effort. On the other hand, a belief in equal 
opportunity may be associated with a belief in the essential inequality of 
individuals: Social status and success are a manifestation of “survival of 
the fittest.” Persons who feel that those who get to the top do so because 
of superior biological endowment, and that those who fail do so because 
they are biological weaklings, properly eliminated through natural selec- 
tion, are ideological descendants of the “social Darwinists” of the nine- 
teenth century.” 

Whether one’s philosophy of opportunity assumes that people begin 
the race as equals or as unequals, it usually maintains that everyone 
should try to rise as far as he can, should make maximum use of his 
powers. 

Countering ideas such as those above is the more cynical notion that 
America is no longer a land of opportunity except for a fortunate few, 
and that one joins their ranks chiefly as a result of “lucky breaks” or 
“knowing the right people.” Warner reports that a considerable, and in 
his opinion a growing, proportion of people feel that opportunity for 
the average person is declining in the United States.1* Students should re- 
member, however, that the state of the economy is highly influential in 
determining beliefs. The relatively sustained period of business pros- 
perity since World War II very likely invalidates Warner’s earlier con- 
clusions. The opening of new industries and expansion of the old have 
created rather remarkable opportunities for upward mobility. This is 
particularly true for all who have the ability and can afford a college ed- 
ucation, and probably doubly so for those who can manage a stint in 
graduate school. Such young persons enter—almost automatically—the 
middle-middle group described earlier. This is one reason, no doubt, 
why all upper lowers and lower middles plan, if possible, a college edu- 


* This group, writing between about 1860 and World War I, included such names 
as Herbert Spencer, Walter Bagehot, and Francis Galton. See the excellent volume, 
Richard Hofstadter, Social Darwinism in American Thought, Braziller, 1959. 

* For example, see Warner, Democracy in Jonesville, chap. 6. The Lynds also 
reported this trend in the second of their Middletown studies (Robert S. and Helen 
Merrill Lynd, Middletown in Transition, Harcourt, Brace & World, 1937). See also 
Richard Centers, The Psychology of Social Class, Princeton University Press, 1949, 
QD. 147- 
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cation for their children, and why education—the more the better—is 
now regarded as the royal road to success. 

Our success ideology produces a number of contradictions and con- 
flicts in thought and behavior. People are likely to believe, on an abstract 
level, in the prevalence of opportunity, and in the obligation and possi- 
bility of “making good.” These same people may in concrete situations 
attribute success to lucky breaks, as when they say, “No wonder Jones 
made foreman—his and the boss’ kids were in the same outfit during the 
war.” Upper-class persons tend to attribute their success to biological 
superiority; lower-class persons, on the other hand, who are less success- 
ful, often attribute succcess to lucky breaks. 

A belief checklist administered by one of the authors to a group of 
college sophomores seemed to indicate that a number of students attrib- 
uted membership in the upper class to biological superiority, and mem- 
bership in the lower class to faulty environment. Gorer sensed the same 
discrepancy in the thinking of American adults.’* If this inconsistency is 
widespread, it represents an interesting amalgamation of “social Dar- 
winism” and modern sociology. 

Another contradiction is apparent when persons, who preach the doc- 
trine of success to their children and to adults less successful than they, 
criticize their former equals who have managed to outdistance them in 
the race. Since getting ahead usually means moving into a higher social 
class, and since this almost inevitably means the abandonment of old 
friends, those who get ahead are likely to be accused by their former 
friends of “getting a swelled head” or “getting uppity.” In short, “get- 
ting ahead” is often advocated by the same persons who feel that social 
climbers are contemptible. 

Probably the chief conflict is that between the ideals of success and 
social reality. Although we believe that everyone should try to be suc- 
cessful, and that failure is a result of personal inadequacy, it does not re- 
quire much thought to see that everyone cannot reach the top. The 
upper class comprises no more than 3 or 4 percent of the population, and 
the upper-middle class comprises from one-tenth to one-fifth of the 
population. Many persons would be satisfied to move upward only a 
notch or two—let us say, from upper-lower to lower-middle status. We 
have pointed out that for those who can achieve sufficient education, 
opportunity for upward mobility is increasing. There remain good 
chances—so long as prosperity lasts—for persons with only a high-school 
education or a BA to move far. In spite of this, approximately the lower 
third of our population remains in poverty and their chances for upward 


* Geoffrey Gorer, The American People; a Study in National Character, Norton, 
1948, p. 168. 


PROBLEMATIC AREAS OF CULTURE: SOCIAL CLASS 379 


mobility in this generation seem dubious. Kolko’s study seems to indicate 
that the distribution of wealth is approximately the same in the 1960s as 
it was fifty years previously.’ Distribution aside, however, our upper 
two-thirds live on a vastly higher material standard than fifty years ago, 
as do a few of the lower one-third. 


2.1 Take a poll to find what proportion of your classmates hopes to enter 
professions or become business owners or executives. Then try to find sta- 
tistics on what proportion of the population is in these occupations. Do 
you think that most of your classmates can achieve their occupational 
goals? 

2.2 What determines the level which each individual reaches in life, heredity 
or environment or both? What data do you need in order to answer this 
question? 

2.3 How do you explain the tendency to explain success as a result of in- 
herited superiority, and failure as a result of poor environment? Is it con- 
sistent for one to explain success and failure in these terms? 


3. Success and Happiness 


It is believed that everyone should try to be a success; but it is also be- 
lieved that the happiest persons are those who learn to relax and take it 
easy. 

Although in special situations “success” may be defined as formation 
of good character, it is usually correlated with occupational and social 
advancement. Success is a relative concept; at the very least it means 
achieving wealth and status beyond what a person was born into, but for 
many it is always just out of reach because it is defined as a step higher 
than present attainment, whatever the latter may be. Thus, a member of 
the lower-middle class by birth who becomes a member of the nouveaux 
riches may feel deep frustration because he cannot expect to become a 
member of the anciens riches during his lifetime. In our culture, a per- 
son is expected never to feel satisfied with present attainment; he should 
strive always for a higher place. 

At the same time, those who are struggling up the ladder of success 
may sincerely envy those who are, by conventional standards, failures. 
One often hears statements such as “Old Joe never made anything of 
himself, but he is a lot happier than some top executives I know,” or 
“The Scrogginses never had a cent ahead, but look how content they 
are.” In more general form, the belief is expressed as “Lower-class peo- 
ple are usually happier than the rich.” Envy for the unsucccessful who 


* Gabriel Kolko, Wealth and Power in America, Knopf, 1957. 
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at the same time appear to enjoy life issues from an ambivalance of mo- 
tives which is apparently very common among those who are working 
to improve themselves. This ambivalance is expressed, on the one hand, in 
a craving for the self-esteem which accompanies occupational and social 
advancement and, on the other, in a craving for stability, relaxation, and 
freedom from excessive responsibility. 

The literature of psychiatry frequently offers the opinon that the 
conflict most often observed in patients is that produced by a desire for 
“success,” on the one hand, and a desire for stability and security, on the 
other. Social realities tend to make impossible the achievement of both 
goals; yet many persons find it emotionally difficult deliberately to 
choose one to the exclusion of the other. An eminent psychiatrist, Franz 
Alexander, describes this conflict as follows: 


The [explanation] . . . is to be found in the culturally determined internal 
inconsistency of our social standards; the traditional one-sided worship of 
individual success in a complex and interdependent society and the exaggerated 
emphasis on independence in times of great insecurity. . . . The prestige at- 
tached to independent achievement on the one hand and the longing for 
security, love, and belonging to somebody or some group on the other are the 
two poles between which patients are torn in a futile struggle. . . . 

... The analyst sees his patients . . . engaged in a Marathon race, their 
eager faces distorted by the strain, their eyes focused not upon their goal, but 
upon each other with a mixture of hate, envy, and admiration. They would all 
like to stop but dare not as long as the others are running. . . . If one of them 
finally stops and begins leisurely to whistle a tune or watch a passing cloud or 
pick up a stone and with childish curiosity turns it around in his hand, they all 
look upon him at first with astonishment and then with contempt and disgust. 
They call him names, a dreamer or a parasite, a theoretician or a schizo- 
phrenic. . . . They not only do not understand him—they not only despise 
him but “they hate him as their own sin.” All of them would like to stop. . . 
[but] they do not dare . . . lest they lose their self respect, because they know 
only one value—that of running for its own sake.16 


In Alexander’s opinion the chief dread of the American male is that he 
will not make the grade in life, that he will not be “a success.” Alexan- 
der believes this anxiety to be the most common cause of mental break- 
down and neurosis among men in the United States.17 


3.1 How does a person determine whether he is a success? What are your 
criteria for success? Is a person successful if he is merely happy? Is a 
lower-class person a success if he is happy? Is it possible for a person to 
be both a success and a failure? 


** Franz Alexander, Our Age of Unreason: A Study of the Irrational Forces in 
Social Life, Lippincott, 1942, pp. 309-310. 
™ [bid., pp. 307-308. 





PROBLEMATIC AREAS OF CULTURE: SOCIAL CLASS 381 


3.2 Would it be a good idea to quit teaching children that “everyone should 
try to get ahead”? What alternatives are there to the goal of “getting 
ahead”? What would be the effects upon our nation if people generally 
ceased to pursue wealth and social position? 

3-3 What has been the effect upon the United States of the “gospel of suc- 
cess”? What has been the effect of the “gospel of democracy”? Are these 
two gospels in any way conflicting? 


4. Liberal vs. Vocational Education 


It is believed that children of the upper class should have a liberal educa- 
tion and that children of the lower class should have a vocational educa- 
tion; but it is also believed that all children should have an equal oppor- 
tunity for an education which fits them for citizenship and cultured 
living. 

According to the first belief, the best place for an upper-class child to 
get an education is a private liberal-arts college, preferably one which is 
old enough to have traditions. Many upper-middle-class parents include 
their own children among those deserving of a liberal-arts education. 
Prerequisite to this kind of education is a college-preparatory course in a 
public high school, or in a private secondary school. 

Those who hold this view of what is proper education for upper-class 
children usually believe that a liberal education is beyond the capacity of 
lower-class children, and that furthermore they have no practical use for 
philosophy, literature, music, and the fine arts. Acquaintance with these 
fields might even make them unhappy and dissatisfied. A much better 
education for lower-class children is one which emphasizes vocational 
training. 

These beliefs date from the ancient world. They are explicitly stated 
in Plato’s Republic and characterize the educational thought of many 
Greek philosophers. They have had wide currency in Europe to the 
present day and were generally accepted in colonial America. They are 
still held by a considerable number of persons in all walks of life but 
have been reinterpreted in the modern world so that their meaning is 
different from Plato’s. Whereas Plato meant that the recipients of 
liberal education were to be an “aristocracy of brains” and not an aris- 
tocracy of wealth, it is assumed today that an aristocracy of wealth is an 
aristocracy of brains. In fact, the modern tendency is to judge a man’s 
intelligence by how much money he has been able to accumulate. 

The notion that liberal education should be reserved for upper-class 
children is part of an aristocratic traditon. It is a logical corollary of the 
assumptions that some individuals are intellectually superior by virtue of 
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heredity, that these persons are destined to become a governing class, 
and that a liberal education is the best means for equipping our natural 
leaders. It develops the mind, and those who are to rule should achieve 
the greatest possible mental development, while those who are to follow 
need only enough to understand what their leaders require. 

Since a liberal education has been historically associated with high 
social position and superior intelligence, middle- or upper-lower-class 
children are often encouraged by parents, or they desire independently, 
to pursue in high school a college-preparatory course, the nearest thing 
to a liberal education which one can get in a secondary school. Parents 
of moderate status may also encourage their children to attend a liberal- 
arts college or to take a liberal-arts course at a state university. 

In contrast to these ideas is a belief that all children should have essen- 
tially the same education. In a democratic society, it is held, all children 
are citizens and as adults will share in political control. Therefore all 
need the same basic education for citizenship and have an equal right to 
the benefits of cultured living, usually taken to include acquaintance 
with good books, music, and art, and development of a variety of intel- 
lectual interests. 

This idea may stem from basically different philosophical outlooks. For 
example, a contemporary group of liberal-arts professors in the United 
States, often called humanists, feel that “true education” requires the 
same subject matter in every situation, and that all educable children 
should receive the same kind of education. This group would not limit a 
liberal education to the wealthy; they feel that it is good for everyone. If 
there are those who are incapable of learning the liberal arts, it is because 
they are ineducable. In opposition to the humanists are various branches 
of another philosophical tradition which advocate a core of common 
learnings. Within this general framework are at least two groups— 
followers and interpreters of Bode and Dewey, and followers and inter- 
preters of Kilpatrick. Although the two groups may have divergent 
views concerning what the core of common learning should be and how 
it should be taught, they agree that the traditional liberal-arts curricu- 
lum, and its high-school counterpart, has not succeeded very well in 
liberating human intelligence. 

Emotional conflict arises when upper-class children who are not aca- 
demically inclined are pressed by parents and school authorities to com- 
plete a college-preparatory program in high school or a liberal-arts pro- 
gram in college. Parents may believe that a vocational program would be 
more practical, or that its pursuit would make children more happy and 
useful, but they dare not dishonor the family name by letting a child 
take such a program. A lack of interest in, or an inability to master, the 
content of a liberal-arts course (as traditionally organized and taught) is 
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not evidence of stupidity in a child except for those parents who have 
been victimized by an aristocratic tradition, in which case both child and 
parent suffer. Very frequently parents fail to recognize that it is social 
status they want rather than education of their children.18 

Teachers become entangled in the patterns just described. Being aware 
that somehow a college-preparatory program is more “respectable” than 
other programs, they tend to favor college-preparatory students and often 
in subtle ways discriminate against vocational students. It is easy to assume 
that the latter are less bright and less gifted than the former. Teachers 
may vacillate between the attitude expressed in “If only those dumb kids 
who ought to be in the shops full time were not in my history class, 
teaching would be a pleasure” and the attitude reflected in “Some of my 
students don’t learn much history, but they need it just as much as anyone 
else so [ll] teach them all I can.” 


4.1 Is it true that some students are incapable of profiting very much from a 
liberal-arts course? If so, why? Can a liberal-arts course be redesigned in 
both content and method so as to benefit more fully greater numbers of 
students? Can this be done without “watering down” its traditional con- 
tent? 

4.2 What revisions, if any, in a liberal-arts course would increase its value to 
lower-class students? If such revisions were carried out, would the pro- 
gram still be “liberal arts’? 

4.3 If we assume that the new federal programs for the lower-class make them 
more upwardly mobile and provide them with language, dress, and other 
middle-class habits, without lowering living standards for the remaining 
classes, would we be moving in the direction of a classless society? Would 
this be good or bad? The aim of theoretical Communism is a classless so- 
ciety. Would this make us Communists? 


DISCUSSION QUESTIONS AND EXERCISES 


1. On July 28, 1964, President Lyndon Johnson said the following: “If we 
are learning anything from our experiences, we are learning that it is time 
for us to go to work, and the first work of these times and the first work 
of our century is education.” As of then, the federal government had de- 
cided to spend $2 billion a year to assist state and local governments in 
educating the poor. Look up the latest estimates of the cost of our “man- 
on-the-moon” program, for which the President is enthusiastic. How do 
the expenditures compare? How do you explain the President’s statement? 

2. If a school is given comparatively large sums to increase its library, add to 


** It must be recognized, however, that while not displeased by the status-confer- 
ring qualities of a liberal-arts education, many parents do value genuinely the kind of 
education which a liberal-arts program is capable of giving. 


384 THE SOCIAL-STUDIES CURRICULUM 


its shop facilities, hire consultants, buy audiovisual equipment, etc., will 
this necessarily improve the quality of education? What if the school has 
no defensible long-range philosophy of education? Could all these new fed- 
erally supplied “goodies” operate like the famous leaf-raking projects of 
Franklin Roosevelt’s administration, in which the poor were bought new 
rakes in order to rake leaves from one side of a public park to another and 
back again all day? 

3. Assume you are teaching in a school in which the social-studies subjects 
are taught separately, and that somewhere you want to insert a unit on 
social class. In which subject would you place it? Would it be advisable to 
include such a unit if your classes included lower-class students? 

4. What current beliefs about social class could be studied—and perhaps tested 
—in connection with “standard” topics of American history such as the 
following: the American Revolution; the cotton economy of the South, 
sectional disputes between North and South; the rise of big business; the 
growth of organized labor; populism, free silver, and progressivism; the 
New Deal; the Great Society? 

5. As a college or university student, you have had many opportunities to 
participate in and observe campus life. In your opinion, how does social 
class manifest itself on a college campus? Could you arrange your soror- 
ities and fraternities according to a “social hierarchy”? 
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Davis, Attison, Social Class Influences upon Learning, Cambridge, Harvard 
University Press, 1948. 


Draws from studies which indicate that social class membership rather than 
genetic factors are crucial in determining how well students do in school. 


Eeits, Kennetu, et al., Intelligence, and Cultural Differences, Chicago, Uni- 
versity of Chicago Press, 1951. 
Although Eells’ conclusions have been criticized as exaggerated, his basic thesis 


still stands; i.e., that lower-class children tend to score relatively low on com- 
monly used intelligence tests for reasons other than inferior intelligence. 
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Fanon, Frantz, The Wretched of the Earth, Constance Farrington, trans., 
New York, Grove, 1965. 


This important book grapples with the connection between violence and free- 
dom in the context of colonial revolution. Relevant to the Prologue, as well as 
to this chapter. 


-Gorpon, Mitton H., Social Class in American Sociology, Durham, Duke Uni- 
versity Press, 1959. 


A stock taking of theory and research from Weber to the middle rg50s. A 
solid, informative book which analyzes, compares, and relates the work of per- 
sons such as Lynd, Warner, Hollingshead, West (Withers), Dollard, Kauf- 
man, and Goldschmidt. 


Ho.iincsHeaD, Aucust B., and Freperick C. Repuicu, Social Class and Mental 
Illness, New York, Wiley, 1958. 


Based upon a study made in metropolitan New Haven over a ten-year period. 
This book is Part I of the total report; Part II is found in Jerome K. Myers and 
Bertram H. Roberts, Family and Class Dynamics in Mental Illness, New York, 
Wiley, 1959. 

Hotinesueap, Aucust B., Elmtown’s Youth, New York, Wiley, 1949. 


On how our class structure affects high-school youth. Fascinating, easy reading, 
and not outdated. 


Husear, Georce B., ed., The Intellectuals: A Controversial Portrait, Glencoe, 
Ill., Free Press, 1961. 


This book of readings is a potpourri with no unifying theme. It includes selec- 
tions from the writings of intellectuals of the past two centuries which focus 
on the subject of what an intellectual is. 


Kavaer, Lucy, Private World of High Society, New York, David McKay, 
1961. 
Illuminates in chatty prose the current life style of the haut monde and, if you 
wish and are in a position to make the assault, how to “arrive.” Kavaler not 
only sympathizes with this group, but seems serious about helping persons who 
want to get on the “social register.” Interesting—but it may irritate prospective 
school teachers. 


Keats, Joun C., The Crack in the Picture Window, Boston, Houghton Mifflin, 
1957- 


A witty, readable, but at the same time, slashing attack on modern suburbia. 
See also Auguste Spectorsky, for a description of the land beyond suburbia. 


Lascu, CuristopHer, The New Radicalism in America (1889-1963): The In- 
tellectual as a Social Type, New York, Knopf, 196s. 
The author is considered an extraordinarily creative historian of ideas. He ties 


together persons with a wide range of talents and personality types into a 
subculture, and the results are most interesting. 
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Lipset, Seymour M., and ReinHarp Benoprx, Social Mobility and Industrial 
Society, Berkeley, University of California Press, 1960. 


A synthesis of international research on social mobility, including a report on 
empirical studies in Oakland, California. Rather tedious, but lightened by some 
very bright spots; Parts I and III are best. 


Mitts, C. Wricut, White Collar, Oxford University Press, 1951. 


A provocative study of the American middle class at midcentury. Mill’s in- 
terpretation tends to be critical and to reflect his socialist orientation, never- 
theless, the book is powerful. 


SELBY, Huspert, Last Exit to Brooklyn, New York, Grove, 1964. 


A realistic book about ghetto life by one who has experienced it. A fascinating 
personal testimony which rings of truth but might shock the squeamish. 


Spectorsky, Aucuste, The Exurbanites, New York, Lippincott, 1955. 


Describes the land beyond suburbia. A more sophisticated book than that of 
Keats. 


SUTHERLAND, ELIZABETH, ed., Letters from Mississippi, New York, McGraw- 
Hill, 1965. 


A remarkable collection of letters written by the volunteers who spent the 
summer of 1964 in Mississippi working for equal rights for Negroes. A power- 
ful book that hits one where it hurts. 


Warner, W. Lioyp, “The Warner Library.” This is our terminology and is 
not meant to imply that all the books bearing Warner’s name were pub- 
lished by the same firm or constitute any sort of formal collection. To our 
knowledge at least 17 titles have been published bearing Warner’s name— 
either by him singly or by Warner and associates—all in the area of social 
class. 


There is the famous Yankee City Series, which comprises four titles. We pre- 
fer Warner and Lunt, The Social Life of a Modern Community, The Status 
System of a Modern Community, and the final volume, by Warner, The Living 
and the Dead (very good). Students should browse among all the other titles 
and decide what they like best. Since Warner’s works on social class range from 
1941 (Color and Human Nature) to 1963 (The American Federal Executive) 
there is no point listing them all here. 


Youne, Micuaer D., Rise of the Meritocracy, 1870-2033, New York, Random 
House, 1960. 


A British sociologist takes us on an excursion into the future, in which he 
attempts to show the logical outcome of selecting the “brainiest” students for 
special education. Among the questions he raises are: Would this result in a 
society in which the only thing that counts is “intellectual merit”? If so, whar 
about other human virtues such as empathy, kindness, and generosity? 


CHAPTER 17 


Problematic Areas of Culture: 
Religion and Morality 


Religion and Morality in Modern American 
Society 


i lige: situation with respect to moral education in our public schools 
was reviewed in Chapter 6.1 Public schools have tended to ignore 
those moral issues in which youth are most vitally concerned. When moral 
issues have been treated, they have been most commonly handled on an un- 
reflective level. 

Many people feel that religious and moral instruction cannot be sepa- 
rated, and for this reason, have urged that religious instruction be in- 
stalled in public schools. In spite of Supreme Court rulings ordering that 
sectarian religion not be advocated in the public schools, a larger portion 
of the public school curriculum than most persons realize is, in fact, 
highly sectarian. It is sectarian, obviously, to offer a Christmas program 
with a Christian theme. In fact, the entire WASP slant of our middle- 
class schools is fundamentally Calvinist and therefore sectarian. When 
any “moral issue” arises, the public schools tend to revert to WASP 
values. They ignore Jews, Buddhists, Bahais, and other non-Christian 
students; more than this, they ignore the rapidly increasing number of 
nonreligious students. 

Nearly all public schools offer some instruction about religion. This 
kind of instruction is legal, and it does not conflict in any way with the 
constitutional barriers separating church and state. World-history courses 
deal with the history of Judaism and Christianity, some include a com- 
parative treatment of the world’s great religions. Courses in United 
States history normally include some treatment of the history of religion 


1 The issues we have considered in each of the problematic areas are moral in 
their nature. Unfortunately, most citizens do not see them as moral. In this chapter 
we are concerned with exploring some of the more traditional conceptions of moral- 
ity. Morality in the lay sense usually points to issues involving alcohol, card playing, 
gambling, sex, and church attendance, In this chapter sex will not be treated, since it 
will be given rather full attention in Chapter 19. 
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in this country. Senior-problems and problems-of-democracy courses 
ordinarily have a unit on religion. Units of this kind usually stress as- 
pects of the psychology and sociology of religion and may include a brief 
review of church history in the United States. All these types of reli- 
gious instruction are the almost exclusive responsibility of social-studies 
teachers. 

There can be little doubt that the study of morals and religion de- 
serves a much larger place in the public-school curriculum. If increased 
study is to be effective in changing attitudes and behavior, it will be 
necessary to approach religious and moral issues more reflectively. 
Whether reflection has a function in the religious and moral area is itself 
an issue. Many argue that religion is a matter of faith, and that reflective 
‘thought tends to undermine faith. This argument implies that faith is 
“believing what you know ain’t true.” It also implies that someone has to 
determine the substantive content of a religious faith, and the common 
_man’s duty is to accept this content uncritically. In any case, given the 
| present state of religious thought in the United States, adolescents are 
very likely to develop religious conflicts whether or not a study of reli- 
gion is included in the curriculum. Only through reflective analysis can 
they be resolved democratically. It is true that such reflection may un- 
dermine particular beliefs; but it is equally true that many religious and 
moral beliefs will be sustained by reflection, and a given faith will be 
better understood and more likely to influence behavior. 

Another argument against reflective study of religious beliefs claims 
that they include metaphysical assumptions not susceptible to scientific 
verification. For example, how is one to test the assertion that “The Devil 
is the cause of all evil’? We have discussed in Chapter 6 the question of 
whether the reflective method can function in the area of moral judg- 
ment. In most cases, beliefs of the so-called metaphysical kind can be 
analyzed according to the rules developed in that chapter. 

Contemporary religious thought in the United States is profoundly 
affected by early Judaism and Christianity. One of the leading contribu- 
tions of the ancient Hebrews was their conception of God. They came 
to believe that there was only one true God, Yahweh. Yahweh was re- 
garded as a tribal god, in the sense that the Hebrews believed themselves 
to be his “chosen people.” The important point for our purposes is the 
conception of the character of Yahweh which developed, since this has 
colored our thinking about God to the present day. First, the Hebrew 
God was anthropomorphic—that is, described in essentially human 
terms; even though just and righteous, he was also capable of great anger 
and harsh vengeance. Second, God was much concerned with the moral 
behavior of men. He was the source of ethical principles which man was 
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expected to follow. Third, although God was the source of everything 
in nature, he governed and manifested himself directly rather than 
through natural law. God was thus thought to talk to persons directly, 
to inflict droughts or plagues as punishment, to raise the dead and smite 
the wicked, and to perform various other miracles. Man’s relation to 
God furnished the theme of the Old Testament. 

Although Christ was a Jew and sympathetic to many aspects of He- 
brew religion, he introduced a new group of insights which distinguish 
early Christianity from the Hebrew religion which preceded it.? Like 
the Hebrews, Christ taught that God was a sovereign moral personality, 
ruling the universe with perfect justice and righteousness. But Christ, 
much more than earlier Hebrews, emphasized the loving and forgiving 
nature of God. According to Christ, God has no favorites. He is the 
God of rich and poor, and of all races and nationalities. No person, said 
Jesus, is natively unworthy of God’s grace or man’s fellowship. Men are 
to live religiously oriented toward God as sons toward a father, and to- 
ward each other as brothers. Christianity thus implies both equality and 
brotherly love as guides to social living. Christian teaching softened the 
sternness of God and introduced greater tolerance and sympathy into 
moral codes. 

Further changes in religious belief occurred during the first three cen- 
turies A.D., chief of which was adoption among church fathers of asceti- 
cism as an ideal of life on earth. Asceticism as an ideal developed from a 
growing belief in dualism of matter and spirit. Whereas Jesus had “ap- 
parently accepted the body as functionally integrated with the mind and 
spirit in a working unity,”* by the time of Augustine it was believed 
that the soul was in bondage to the flesh, which was thought corrupt. 
The only way the spirit could be freed from lusts of the flesh was 
through self-denial. Some authorities feel that the ascetic ideal was a 
perversion of Christ’s teaching. For example, INossestates us| Wests eeu 
was no ascetic. He enjoyed wedding feasts and banquets. He never sug- 
gested that the body is inherently corrupting and defiling, or that the 
soul is foully imprisoned in the flesh.” * The idea that the body is vile 
seems to have been borrowed from pagan belief systems of the Middle 
East. For Example, Augustine was greatly influenced by a Persian 
philosophical system known as Manichaeism, which combined elements 
of Zoroastrianism, Buddhism, Judaism, Gnosticism, and Christianity. 


? Some Bible scholars doubt that Christ intended to establish a new religion called 
Christiantty. They attribute this achievement to St. Paul. Other scholars doubt that 
Christ ever lived. 

§ John B. Noss, Man’s Religions, Macmillan, 1949, p. 587. 

“ lbid., p. 587. 
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Manichaeists stressed the dualism of light and dark, good and evil, spirit 
and matter.> Augustinian thinking also stressed mystical experience and 
blind reliance upon faith, with a result that intelligence was all but ex- 
cluded as a guiding force in life. 

Medieval religious thought was influenced strongly by Greek philos- 
ophy. Thomas Aquinas adopted virtually all of Aristotle’s thought ex- 
cept where it conflicted irreconcilably with beliefs central to Christi- 
anity. Aristotle had advocated substitution of reason for blind faith, and 
use of sense observation to establish the truth of propositions. He had 
urged that man learn all he could through intellectual inquiry. Aquinas 
tried to reconcile and synthesize the uncritical reliance on faith which 
characterized Augustine and the appeal to reason which characterized 
Aristotle. 

By the time of the Reformation, Christianity had thus come to com- 
bine aspects of the thought of Greece and the Middle East, and of Old 
and New Testament teachings. This amalgam was distilled and bolstered 
by authority of the Church. The religious system which developed con- 
stituted a world-outlook. Stripped of minor and incidental aspects, the 
Christian world-outlook embraced three major ideas, as follows: 


Belief in a personal God of stern but loving character, who created man 
and the universe and who governs them according to his will. 

Belief in a purposeful universe. It was thought that the universe and every 
thing and event in it are part of a divine plan—consequently man and 
nature are moving inexorably toward an end already determined by God. 

Belief in moral order—that is, belief that moral ideals exist in the uni- 
verse as absolutes, universal and unchanging. Man’s duty is to ascertain 
these moral values and try to follow them. 


Protestantism arose as a protest against the means by which the medie- 
val Church had asserted that individuals may gain religious understand- 
ing and salvation. Both Catholics and Protestants assume that early proph- 
ets and apostles were instruments of divine revelation. Roman Catholics 
believe it is a role of the pope and bishops to interpret this revelation to 
men and a duty of men to accept submissively their authority. Protes- 
tants strongly reject the Catholic attitude toward this role of the 
Church. They assume that all guidance necessary for man’s salvation is 
provided in Holy Writ. They assume that men can directly approach 
God without mediation by church or priesthood. Contrary to Catholi- 
cism, Protestantism came to advocate individualism and personal free- 
dom in religious affairs. Early Protestantism also rejected the Thomist 
attitude toward natural reason and adopted an extreme Augustinianism 


\ lbid., p. 633 n. 
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which denied competence to human reason and relied upon faith alone. 
Although this was Luther’s position, Calvin modified it somewhat to al- 
low a place for natural theology. To this day, orthodox Protestants place 
faith or mystical experience above reason as a means of knowing God 
and interpreting his will.® 

During the past generation we have come to refer to orthodox or tra- 
ditional Protestantism as fundamentalism. Although Calvin’s Institutes of 
the Christian Religion (1536) remains perhaps the outstanding systema- 
tic formulation of Protestant orthodoxy, present-day fundamentalists 
have in various ways modified the strict tenets of Calvinism. For exam- 
ple, many fundamentalists have abandoned Calvin’s doctrine of predes- 
tination. Yet fundamentalists continue to share a strict core of belief 
which includes the following: * 


1. God is sovereign in the universe, and although his will may sometimes 
seem inscrutable, his character is righteous and his decisions just. 

2. Man is possessed of a certain natural knowledge of God, but this under- 
standing is dimmed by innate depravity and he needs the aid of revela- 
tion of the Scriptures. 

3. Man is subject to a hereditary corruption which makes him obnoxious 
to God. The original source of man’s defilement was Adam’s sin. 

4. In spite of his predilection for sin, man can gain salvation through 
God’s grace. He needs only to repent his sins and accept Christ as his 
savior. 

5. On Judgment Day, Christ shall return to earth and the dead shall be 
resurrected. The saved shall enjoy eternal bliss in heaven and the 
damned eternal torment in hell. 


Beliefs such as these led to formulation of a distinctive social and moral 
code and encouraged development of particular economic and political 
doctrines. As we have seen, Protestant religion implied a belief in free- 
dom of mind and conscience. Although early Protestantism was highly 
intolerant, gradually it came to recognize that freedom of individuals to 
interpret the Bible according to conscience leads to considerable diver- 
sity in belief—a diversity to be not only expected but tolerated. Further- 
more, Calvin insisted that the first allegiance of man is to conscience 
rather than to any temporal ruler. (It is difficult to know whether to 
laugh or cry over the fact that, after this assertion of belief, Calvin had 
many persons burned to death for disagreeing with him.) 

Protestantism led not only to religious individualism but also to repub- 


* [bid., p. 144. 
* For an excellent description of the leading tenets of Calvinism, see Noss, ibid., 
pp. 668-669. The first three items in the following list follow Noss closely. 
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lican political institutions. And Calvin’s emphasis on faithful pursuit of 
one’s calling elevated thrift, hard work, and enterprise to the status of 
cherished values. Hence, Protestantism was a stimulus to rising capitalist 
institutions. Historically, it has defended virtually unlimited freedom for 
businessmen, even being charged with allying itself with predatory busi- 
ness interests and against laborers. Protestantism has also advocated 
strong national states and overseas imperialism because in this way the 
interests of business could best be served, but at the same time it has 
emphasized softer and more humane values of family loyalty, charity, 
and personal integrity.® 

Although intellectual freedom and religious tolerance became a part of 
the Protestant heritage, moral tolerance did not. A liberal interpretation 
of the Bible, combined with a tendency to construe as sinful many acts 
not clearly condemned in the scriptures, has produced an elaborate and 
rigid moral code which makes a life free from sin practically impossible. 
Orthodox Protestants tend to define sin in Old Testament terms, and to 
denounce vigorously persons who deviate from traditional sexual codes, 
or who drink, gamble, and carouse.® 

On many basic questions Catholics, orthodox Jews, and Protestant 
fundamentalists are in agreement. All three subscribe wholeheartedly to 
the three central elements of medieval religious philosophy: God the 
Father, a purposeful universe, and an eternal moral order. These three 
groups accept as literally true the moral injunctions of the Bible and add 
their own interpretations of sinfulness to behavior not specifically con- 
demned in scripture. 

Differences between Protestant fundamentalists, orthodox Jews, and 
Catholics are much less significant than differences between any ortho- 
dox faith and any naturalistic philosophy. Naturalism denies the exis- 
tence of supernatural forces of any kind. It substitutes the reign of nat- 
ural law for rule by a personal God, natural causation for teleological ex- 
planations. The belief that moral law is made by man is substituted for 
the belief that moral ideas are suprahuman and eternal. Naturalism as an 
outlook originated in ancient Greece. It all but disappeared during the 
medieval period but emerged more strongly than ever in the seventeenth 
and eighteenth centuries. 

The rise of modern science between the sixteenth and nineteenth cen- 
turies provided a renewed impetus to naturalistic philosophy. It is by 
now common knowledge that certain scientific discoveries have tended 


* For the classic treatment of the relation between Protestantism and economics, 
see R.H. Tawney, Religion and the Rise of Capitalism, New York, Harcourt, Brace 
& World, 1962. Mentor paperback, 1947. 

* Edwin A. Burtt, Types of Religious Philosophy, Harper & Row, 1939. 
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to undermine orthodox religious interpretations. Yet none of these spe- 
cific discoveries is as important as the growing acceptance of a natural- 
istic world-view. Stace puts the issue when he says: 


While it cannot be doubted that these shocks have had a powerful effect in 
the way of undermining religious faith, it must be pointed out that this is on 
the whole a very superficial account of the conflict between religion and sci- 
ence. The real antagonism lies much deeper. It is not between particular dis- 
coveries of science and particular dogmas of religion at all. It is rather that cer- 
tain very general assumptions which are implicit in the scientific view of the 
world conflict with basic assumptions of the religious view—any religious view, 
not merely the Christian view—of the world.1° 


The assumptions of the scientific (or naturalistic) view of the world, 
if they did not exclude God altogether, produced a feeling of the re- 
moteness of God. God was now seen, if at all, only as a first cause, who 
ruled the universe quite impersonally through natural law. This was a 
central belief of the deism of the late 1700s. As a result of this trend, in- 
terest in religious affairs waned. In America, for example, many prom- 
inent persons were deists, and the masses likewise lost interest in religion. 
One writer says, “It was not uncommon for missionaries to report... 
that a whole region [of the frontier] was destitute of religion. . . .” 4 

Among established churches, liberalizing influences appeared. Al- 
though a reaction to the forward march of a scientific world-view oc- 
curred in the nineteenth century, a scientific view seems to have estab- 
lished itself solidly in the twentieth. “Modernism,” a religious movement 
developed in the twentieth century, makes numerous concessions to it. 
Whereas Protestant fundamentalists maintain that religious truth is inde- 
pendent of science, and authoritative over it, modernists generally as- 
sume that scientific method is the more reliable—and perhaps the only 
—means of ascertaining truth. Some modernists explicitly renounce be- 
lief in the supernatural. Although the same tendencies which have pro- 
duced Protestant modernism have been apparent within Catholicism, 
Pope Pius X condemned the movement and it was suppressed among 
Catholics early in the century. Among Jews, modernist tendencies have 
also produced a retreat from orthodoxy. Primarily, however, modernism 
is a phenomenon of Protestantism.” 

At present, the Roman Catholic church is in a ferment. Pope John 
(successor to Pius) injected a remarkably liberal and flexible view. The 
Vatican Councils have permitted debate on many issues central to the 


10 W.T. Stace, Religion and the Modern Mind, Lippincott, 1952, p. 53. 

1 William Warren Sweet, Religion in the Development of American Culture, 
1765-1840, Scribner, 1952, p. 211. 

# One of the best short treatments of modernism is in Burtt, op. cit., chap. 8. 
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church. The issue of most concern as of this writing is what stand the 
church should take on birth control. We suspect that a major issue in 
the future will be the doctrine of papal infallibility. Nor should we fail 
to mention the church’s internal furor caused by the writings of the Jes- 
uit priest, Pierre Teilhard de Chardin, which introduced a new theolog- 
ical basis for Catholicism. 

What do modernists believe? Although modernism is a tendency rath- 
er than a position, it is possible to identify a group of beliefs commonly 
a part of it. Modernism places scientific methodology above faith, intui- 
tion, and authority. It employs scientific procedures in Biblical criticism 
and as a result rejects belief in the literal truth of the Bible. On social is- 
sues many modernists are politically liberal. They believe in social re- 
form, international cooperation, social-welfare programs, and a morality 
which is congenial to fundamental human impulses. They tend to favor 
relatively easy divorce, liberalization of sexual codes, practice of birth 
control, and a frank acceptance of sexual relationships between man and 
wife as contributing toward higher values of love and friendly harmony. 
They seem to be moving toward a morality more pragmatic than that 
which has characterized earlier religious outlooks. 

There is impelling evidence that the religious beliefs of Americans 
have undergone rather fundamental change since World War II. The 
study of beliefs at Fresno State College only confirms numerous other 
studies. Fresno State students are, in general, not seriously interested in 
religion. It is a common topic of conversation but the conversation does 
not indicate deep interest or conviction. Except for a small Mennonite 
group and a few other fundamentalists (mostly Southern Baptists), stu- 
dents question the existence of God, reject a belief in heaven or hell, 
question the efficacy of prayer, and in general do not care one way or 
another. Few go to church regularly. Their main interest lies in sex, 
courtship, and marriage; and religion, although a popular subject of dis- 
cussion, is not a major concern. Further, students seem to have rejected 
the concept of “sin,” and to have separated religion and morality. 

Some specific points of conflict and confusion in American moral and 
religious ideology will be discussed in the following sections. 


1. Religious Belief and Practice 


It is believed that persons should take their religion seriously and try to 
understand and believe its teachings in order to practice them in daily 
living; but it is also believed that anyone who tried seriously to practice 
the philosophy of Jesus would not get very far in today’s world, and be- 
sides, extremely pious individuals are usually somewhat “nutty.” 
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The first belief above was so widely held in America that until re- 
cently, anyone who openly derided it was likely to be rebuked. Most 
Americans verbally uphold such purportedly Christian values as honesty, 
love and kindness, forgiveness, charity, generosity, and humility. If 
asked, most Americans assert that they are Christians and accept as true 
the central teachings of Jesus. Furthermore, most Americans feel, at least 
most of the time, that they practice a Christian philosophy in daily life. 
When they admit lapses, they are usually quick to say, “But I try to be a 
good Christian.” 

On the other hand, many beliefs and practices which contradict the 
philosophy of Jesus are prevalent. For example, “Business is business” 
seems to mean, in some situations, that anything goes in business—“Let 
the buyer beware.” A businessman must learn to buy cheap and sell dear, 
to use whatever advertising and selling techniques will sell the most 
goods, to cover his hand when competitors or customers become too cu- 
rious. Another principle with unchristian implications is expressed in the 
general rule “Don’t let others shove you around.” As a nation, we are 
ready at a moment’s notice to defend national honor by fighting “aggres- 
sive foreigners.” Carrying a chip on the shoulder is widely condoned, 
even though it is inconsistent with turning the other cheek. Under an- 
other popular belief, “People should get what’s coming to them,” we 
condone punishment for wrongdoers and try to adjust punishment to fit 
an offense. If a wrongdoer escapes the law but loses his fortune or be- 
comes ill, we say, “It is good enough for him.” This general point of 
view is scarcely in harmony with Jesus’ espousal of sympathy and for- 
giveness. 

These and other unchristian points of view are upheld so insistently 
that it is easy to understand why many persons agree that “Anyone who 
tried seriously to practice the philosophy of Jesus would not get very 
far in today’s world.” A result is that many attend church on Sunday 
and verbally espouse Christian doctrine but relegate these ideas to the 
background on weekdays and behave not as Christians but as hard- 
headed, practical Americans. 

A standard device for reducing conflict is reinterpretation of Christian 
teaching to fit the needs of a situation. We say, “I don’t think Christ 
really meant what he seems to have said. He must be taken for what he 
meant, not literally.” Nowhere is this approach better illustrated than in 
the writings of Paul Elmer More (1864-1937). More was sharply crit- 
ical of equalitarianism and humanitarianism. He wished to teach respect 
for authority, the past, the elite, and the institutions of private capital- 
ism. The teachings of Christ, he maintained, supported this position. 
More said one part of Christianity has a purely spiritual phase, and this is 
what is expressed in the terms faith, hope, and love. “But faith, hope, 
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and love, in this spiritual sense, have no direct bearing on the social ques- 
tion we are here considering. . . . They are of the spirit and not of this 
world. Even love, which at first might seem corroborative of humani- 
tarian equality and is no doubt so interpreted, is in this spiritual sense a 
state of mind, not a rule of action.” 

The ability of many Americans consciously to violate Christian ethics 
because they are “impractical,” or to reinterpret them to suit a situation, 
is an indication of how lightly they take religion. That ours is basically a 
secular society is borne out by a fairly common belief that an extremely 
devout person is a “crackpot,” “odd,” or “crazy over religion.” Devout 
laymen are likely to try to conceal their true attitades because of this 
notion. 


1.1 Do you consider any of the following practices unchristian? Fraudulent 
advertising, reckless driving, cheating on tests, petting, drinking, snubbing 
a lower-class acquaintance, selling shoddy goods? Why or why not? 

1.2 What do you consider to be the essence of Christ’s teachings? Are the 
central ideas applicable in the modern world? Could they be applied if 
people were willing to try? How many persons do you know who reg- 


ularly apply them? 


2. Science and Religion 


It is believed that although this is an age of science many problems can- 
not be handled scientifically and require a return to faith; but it is also 
believed that all problems, including moral ones can be studied scientifi- 
cally. 

ALSO 

It is believed that science and religion often conflict; but it is also be- 
lieved that there is no conflict between science and religion because the 
former deals with means and the latter with ends. 

In popular thought, the leading issues involving religion stem from the 
relationship between science and religion. Two common ones are stated 
above. Both involve the question of proper spheres of religion and sci- 
ence. Many persons assume that science is a legitimate tool for the study 
of nature, including all animals below man, but always fails when applied 
to a study of human affairs. The willfulness of man makes prediction of 
human behavior impossible. Furthermore, they posit an eternal and uni- 
versal moral law; the truths embodied in such law, once discovered 


* Shelburne Essays, Quoted in Willard Thorp, Merle Curti, and Carlos Baker, 
eds., American Issues, Lippincott, 1944, p. 885. (Italics ours.) 
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through divine revelation, need only to be followed. It would be sense- 
less and sinful to seek for better behavior through science. 

The naturalistic tradition, in sharp contrast, assumes that any problem 
is potentially susceptible to scientific solution, or that it is unreasonable 
to reject science until it has been given a fair trial. If science does not 
work in certain areas, its failure may be due to lack of human knowl- 
edge. The studies of sexual behavior by Alfred Kinsey and his associates 
are examples of investigations consistent with a naturalistic tradition. Al- 
though Kinsey tries to avoid conclusions concerning what is “right” and 
“wrong,” the studies are evidently conducted in hope that their findings 
will provide more adequate bases for making moral decisions. It would 
be hard to justify them on any other ground. Nevertheless, many per- 
sons oppose the studies because they believe not only that science lacks 
competence in the field of sexual values but also that traditional values 
are of divine origin and thus eternal. 

A variation of this conflict is expressed by those who believe that the 
discoveries of science conflict with established religious truths. For ex- 
ample, science’s theory of the creation of the universe and man, although 
not claiming to explain “first causes,” differs fundamentally from the 
story of Genesis. Another example is the belief that historical criticism 
casts serious doubt upon the literal truth of the Bible. Some persons also 
believe that science can produce no evidence that God has ever willfully 
interfered with natural law in order to answer prayer (as would be the 
case if God, in response to prayer, caused rain to fall when it could not 
have according to our understanding of natural law). 

There is a school of thought which believes that all controversy of 
this kind can be avoided. It assumes that means and ends are separable, 
that science deals exclusively with means and religion exclusively with 
ends, or the purposes, of life. Accordingly, one seeks ends in life by 
turning to the Scriptures or consulting a priest; once ends are deter- 
mined, it is appropriate to use scientific means to achieve them. If this 
position is to be tenable, religious dogma must confine its remarks to 
statements of value and avoid attempts at description of man and the 
universe, or at least insure that any such descriptions conform to the 
findings of science. A common solution denies to religion any compe- 
tence to describe the natural universe, which in turn means a rejection 
of the Scriptures as a source of literal truth. Modernists hold to this 
view, and for them religion becomes a search for social ideals. 

Confusion is enhanced by a tendency to mix and blend these various 
positions: “There is really no conflict between religion and science, but 
if they do conflict, religion must take precedence over science,” or, less 
commonly, “In case of conflict, science must take precedence.” It is 
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highly confusing for anyone to take the position that “There is no con- 
flict, but if there is, then . . . !” 

Whether there is a necessary conflict between religion and science— 
and this is a difficult question, depending in part on how the major terms 
are defined—many persons experience a conflict which is real to them 
and can involve genuine emotional pain. Children reared in fundamen- 
talist homes may wish to accept the Bible as a source of literal truth but 
find it necessary to accept, as they pursue their education, scientific in- 
terpretations which are inconsistent with certain interpretations of the 
Scriptures. Children who have been taught by their parents that science 
should not tamper with certain types of problems are upset when re- 
quired to study and understand certain scientific investigations. Hollings- 
head describes vividly such conflicts among fundamentalist Lutheran 
youth in Elmtown.* 


2.1 Can you name any problems which an American might have to face but 
which cannot be solved or understood if studied scientifically? 

2.2 How do you explain church groups who appear to accept a religious 
world-view but who also encourage scientific research? Are such church 
groups consistent or inconsistent? Give reasons for your answer. 

2.3 Is it consistent for a church group to oppose historical criticism of the 
Bible and at the same time insist that youth learn the facts of history? 

2.4 Are most scientists in the United States religious persons? If so, what kind 
of religion would you expect them to hold? 


3. High Pleasures and Low Pleasures 


It is believed that the highest and most desirable satisfactions result from 
subordinating sensual to spiritual pleasures; but it is also believed that life 
is short and that we should live fully while we can. 

Prominent among religious beliefs is the notion that pleasures of soul, 
or mind, are “higher” than pleasures which involve physical sensations 
alone. “Higher” in this case probably means “more pleasing in the sight 
of God.” It may also imply that a person who experiences spiritual plea- 
sures feels a greater rapture, or receives more lasting satisfaction, than he 
would feel from any sort of pleasurable sense stimulation. This general 
position stems from dualisms assumed by early Church fathers—partic- 
ularly the idea that man consists of two discrete parts, flesh and spirit, 
and flesh is evil whereas spirit is pure and good, or can be made so. 

Beliefs about pleasure include the following: The fullest ecstasy 


“ August B. Hollingshead, Elmtown’s Youth: The Impact of Social Classes on 
Adolescents, Wiley, 1949, chaps. 10, 12. 
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known to man occurs during deeply religious experience, as when the 
soul establishes communication with the eternal. Prayer and religious 
meditation provide deep spiritual satisfaction. A source of great pleasure 
is any service performed for the Lord—such as missionary service, min- 
istering to the sick, or giving alms. Next in satisfaction to purely religious 
experience is meditation, contemplation, speculation—in short, any sort 
of “philosophizing.” An existence which emphasizes such experiences is 
called a “life of the mind.” High pleasures also include enjoyment of art, 
literature, and music. One is more likely to experience high pleasures if 
he subordinates to them all pleasures of the flesh. Poverty, chastity, and 
physical discomfort are often viewed as necessary or helpful means for 
experiencing high pleasures. 

In contrast to “high” pleasures, many “low” or “vulgar” pleasures are 
enjoyed by those who lack spiritual perspicacity. Although low pleasures 
may involve mental satisfactions, most of them indulge only the phys- 
ical senses. The more they indulge the senses the lower they are. Thus, 
copulation performed solely for erotic delight is the lowest pleasure of 
all. Drug addiction is low for similar reasons. The use of tobacco and al- 
cohol is also suspect—these substances “dull the spiritual sensibilities.” 
High living of any sort is condemned. Attending horse races, visiting 
taverns, watching burlesque, playing poker, using perfumes and cosmet- 
ics, and eating exotic foods are all objectionable. Plain loafing—“sleeping 
in the sun”—is criticized if practiced habitually. Low pleasures are not 
thought to be lasting, genuine, or deep. Habituation to them conditions 
one against the enjoyment of higher pleasures and is likely to make a 
person self-centered, brutish, and unable to commune with God. 

Despite such beliefs about vulgar pleasures, a growing number of peo- 
ple are embracing a frankly hedonistic outlook. They argue that man has 
but one life to live, and it behooves him to live it well. “High living” is 
enjoyed by most persons who can afford it and some who cannot. The 
poor must be content with cheap liquor, roll-your-own cigarettes, and low- 
stake crap or poker games. But on all social levels there is a search for ad- 
venture, variety, and spice. Commercialized recreation has blossomed. 
Night clubs, race tracks, amusement parks, and liquor stores flourish, and 
on Sundays highways are crowded with persons pleasure bent. Occasion- 
ally someone pauses long enough to remark that “Americans are too 
materialistic,” but this comment seldom engenders in its speaker or anyone 
else a serious yearning for a monastic existence. 

Acceptance of the idea that pleasures can be classified as high or low, 
along with acceptance of the idea that “You only live once” can produce 
inconsistency, confusion, and conflict. Often the ideal of spiritual plea- 
sure is accepted only on an abstract and verbal level. Gestures are made 
during seasons of fast to revoke a few—but never all—worldly pleasures. 
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Hardly anyone really denies himself. F undamentalist ministers continue 
to inveigh against card playing, alcohol, sex, gambling, tobacco, and cos- 
metics; but the influence of such persons is usually slight and temporary. 
It is often difficult to decide which pleasures are proper, and many peo- 
ple feel guilty for practicing a condemned activity. High-school youth 
are likely to develop emotional conflict as they try to decide whether 
they should smoke, drink, gamble, visit taverns, or drive recklessly. Par- 
ents, although enjoying some of these recreations, usually wish to deny 
them to sons and daughters as long as possible. Therefore, conflicts de- 
velop between adults and youth, particularly during adolescence, when 
youth have a strong desire to “grow up” and to seem adult. 

Other emotional conflicts result from the fact that certain “low plea- 
sures” are status symbols in American culture. For example, it is a sym- 
bol of status to serve martinis before dinner, to eat exotic foods, to use 
good perfumes, to smoke good cigars, to attend horse races, and to visit 
night clubs. Another type of inconsistency arises when hedonistic upper- 
or upper-middle-class persons urge simplicity and moderation upon the 
poor, in the belief, no doubt, that if the poor are more content with 
their station in life they will make less trouble for their social superiors. 

Again turning for evidence to the study of college-student beliefs at 
Fresno, it appears that tolerance is increased and conflict somewhat dimin- 
ished by the time an individual has passed through adolescence and en- 
tered college. With respect to the so-called low pleasures, the most prev- 
alent student belief seems to be “Live and let live.” Some of the most 
common responses are summarized below. (More will be said in Chapter 
19 about the opinions of college students concerning low pleasures.) 


a. Smoking is a health and not a moral issue; students who decide they are 
willing to risk the health hazards certainly have a right to smoke if they wish. 

b. Almost all college students drink; this is not a moral issue except when 
students become drunk to the point of being obnoxious. Most boys prefer that 
girls they plan to marry drink only moderately, but try to get thoroughly 
“stoned” girls they are out to seduce (who are the girls other fellows plan to 
marry). 

c. Feelings are mixed about swearing, the use of “obscene expressions,” and 
telling risque jokes. Boys about divide down the middle as to whether it is 
proper for boys to do these things in mixed groups; they are perfectly all right, 
of course, in stag groups. Girls show the same ambivalence, a majority con- 
ceding that girls in unmixed groups (as at a sorority house) tend to use such 
speech habits to no harm, but an apparent majority feel somewhat uneasy 
about such speech in mixed groups. At the same time, they do not want to 
appear as “prudes” and rarely condemn a boy verbally for “rough” language. 

d. Reading “dirty books.” A typical comment, “Good heavens—we all have 
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to in our upper-division literature courses!” A favorite remains the classic, 
Lady Chatterley’s Lover, which is considered “beautiful,” “touching,” “art, not 
smut,” etc. 


e. Almost all students have no objection to gambling, but say they can’t 
afford it. 


3.1 The following behaviors have been variously described as morally harm- 
ful, damaging to health, or sinful: drinking, smoking, card playing, gam- 
bling. Which do you consider immoral, which sinful, and which physically 
harmful? Is there a difference between immorality and sin? How can one 
determine whether an act is immoral? Whether it is sinful? 

3-2 Do you believe there is a divine law which rates pleasures as “high” or 
“low,” and “respectable” or “unrespectable”’? How does one determine 
what this law decrees? Does the Bible have anything to say about the use 
of alcohol? About smoking? Gambling? Petting? Use of cosmetics? Visit- 
ing night clubs? Have ministers ever made claims about sin which could 
not be substantiated with Scripture? 

3-3 Is it possible that a person might achieve what is usually considered a 
“high pleasure” through indulgence in a “low pleasure”? Could a person 
experience religious ecstasy while under influence of alcohol or drugs? 
Could a person develop a feeling of love and kinship toward mankind 
while drunk? Could a person meditate and philosophize in a tavern? 


4. Democracy and Religion 


It is believed that Christian religion is the basis of democracy and that 
democracy cannot function successfully except among a people who are 
deeply devout; but it is also believed that democracy is a secular philos- 
ophy and that some well-known democrats have been irreligious. 

The first position has it that Jesus laid the foundation for democracy 
when he affirmed that all men are equal in the sight of God and all men 
are brothers on earth as well as in heaven. 

But the equalitarianism taught by Jesus is not thought the chief reason 
that Christianity is essential to democracy. It is usually assumed that 
democracy cannot survive without widespread and voluntary acceptance 
of certain Christian moral ideals—for example, the golden rule. It is fur- 
ther assumed that acceptance of this or any other moral ideal is improb- 
able without religion. The source of moral ideals is thought to be an 
eternal moral order, established by God and interpreted for man by 
Jesus. Survival of democracy is therefore commonly linked with Christi- 
anity and vice versa. 

On the other hand, some persons argue that democracy is a secular 
and not a religious philosophy and that its origins are to be found in 
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motives which are strictly human.** Modern democracy is an outgrowth 
of a long historical process associated with emergence of a middle class 
in Europe and its colonies. The struggle of merchants and manufacturers 
for freedom from feudal controls could be won only through establish- 
ment of representative forms of government. The divine rights of kings, 
a thoroughly Christian concept at the time, was one barrier to the 
achievement of representative government. Those who argue that repre- 
sentative government entered the world scene at the same time as free 
enterprise (except for a few isolated and temporary experiments with 
republicanism, as in ancient Greece) do not deny that certain religious 
ideas, especially those associated with Protestantism, have helped greatly 
in establishing representative government. Protestantism, in defending 
individual freedom, property ownership, and a money economy, un- 
doubtedly gave the rising capitalist class an invaluable assist. But the pri- 
mary motives behind the attacks on feudalism and aristocracy, these per- 
sons contend, were economic; and availability of religious ideas consis- 
tent with political liberty was a fortuitous circumstance, not a decisive 
cause. 

It is pointed out that democracy as a social ideal became widely un- 
derstood and accepted only after the scientific world-view reached as- 
cendancy among intellectual leaders. Exponents of political-intellectual 
liberty in the eighteenth century were, for the most part, either “super- 
natural rationalists” or deists. The former included Descartes, Newton, 
and Locke; the latter Diderot, Voltaire, and Hume. Locke was a leading 
exponent of constitutional government, and his ideas, supplemented by 
those of Montesquieu, were appropriated by such American revolu- 
tionary leaders as Thomas Jefferson, John Hancock, and Thomas Paine 
(all deists). It should be remembered that democracy, in its modern 
sense, was not popular even in revolutionary France and America except 
among a small group of intellectuals and lower-class persons whose opin- 
ions were not influential. But many people believe that it was the eigh- 
teenth-century intellectual, usually unorthodox in his religion, who 
established the groundwork for modern democracy and whose theories 
continue to form its ideological underpinning. For example, Randall sug- 
gests that modern ideas of democracy can be traced to Locke, Rousseau, 
and Jefferson.16 

In late twentieth-century America, although some spokesmen for 
democracy are Christian or Jewish theists, many are philosophic natural- 


* See Norman Cousins, ed., In God We Trust, Harper & Row, 1958. By reproduc- 
ing excerpts from their writings, Cousins clearly demonstrates that our “founding 
fathers” in the main were vot theists or much interested in religion. 

“ John Herman Randall, Jr., The Making of the Modern Mind, Houghton 


Mifflin, 1940, pp. 349-357. 
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ists. It would be indefensible to say that one group is more sincerely and 
effectively democratic than the other. The issue, as stated at the head of 
this section, is such that many individuals will find intrapersonal conflict 
to some degree inescapable. If one’s minister asserts that no atheist can 
be a sincere democrat, and one then becomes acquainted with an atheist 
who is sincerely democratic, confusion is likely to result. On the other 
hand, a person reared in a naturalistic tradition, who has been taught that 
democracy is a secular philosophy and that all religions are to some extent 
authoritarian in outlook, may be troubled when he meets a devout in- 
dividual who seems honestly dedicated to the cause of democracy. A 
further problem may arise when a person who has been taught to believe 
that only Christians can be sincere democrats finds that some nonChris- 
tians are more democratic than some Christians. 


4.1 It is assumed that any social ideal, including democracy, must have a 
moral basis. Is it possible to defend any moral system except in religious 
terms? Can a person be a moral individual and still be irreligious? Would 
abandonment of traditional Christianity lead to moral deterioration? 

4.2 What sort of moral ideals are consistent with democracy? How does a 
democratic person behave? Does democracy imply a whole way of life? 
Does the idea of democracy apply to operation of a school? Are parochial 
schools generally more democratic than public schools? 

4.3 Does democracy apply to running a home? To associations with one’s 
friends? If so, what are the basic moral principles involved? 


DISCUSSION QUESTIONS AND EXERCISES 


1. Some who favor religious instruction in public schools believe that clergy 
rather than public-school teachers should give this instruction. Without re- 
gard to questions of constitutionality, analyze this argument and locate rel- 
evant assumptions in educational philosophy and learning theory. 

2. Is it possible to study ideas in the problem areas of sex and economics with- 
out also studying certain ideas in religion? Some have argued that critical 
thinking in economics is desirable but that such analysis in religion is un- 
fair. How could one limit his critical thinking to economics so that it 
would not tread upon religion? What would be the consequences of such 
limitation? How would one’s understanding of economics be affected? 

3. One man’s meat is another man’s poison. Likewise, one man’s religion is an- 
other man’s superstition. Is there any rational and objective basis for dis- 
tinguishing between religion and superstition? 

4. There are those who fear that democracy as a social philosophy will re- 
place traditional Christianity as a primary source of moral ideals. Is this 
change likely to occur? What would be the consequences of such a change? 

5. Morally, do you believe the younger generation is “going to the dogs”? Do 
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you think that, at the same age in life, their parents were much the same 
in belief and behavior? 

6. With respect to “high pleasures” versus “low pleasures,” do you think this 
is a valid or a false distinction? Can you name any major “spiritual lead- 
ers” who enjoyed, and participated in, the so-called low pleasures? How 
would you know? 
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CHAPTER 18 


Problematic Areas of Culture: 
Race and Minority-Group Relations 


The Problem of Prejudice in the United States 


NG making the most exhaustive study which had yet been undertaken 

of relations between whites and Negroes in the United States, Gunnar 
Myrdal and associates concluded that the “Negro problem” is primarily 
moral as experienced by both whites and Negroes.! The Negro problem 
as well as most problems related to intergroup relations, comprises a 
large measure of intrapersonal conflict with attendant feelings of per- 
sonal inadequacy and frustration. Intrapersonal conflicts in the area of 
group relations result from contradiction between democratic and religious 
ideals and specific beliefs, attitudes, and behaviors which violate these 
ideals. 

Most Americans are in some way involved in problems of intergroup 
relations. (Some years ago, studies suggested that at least four out of five 
white Americans have prejudices directed at some minority group.”) 
High-School students may become involved when, after a life in contact 
with ideals such as the brotherhood of man, the dignity and worth of 
every individual, and equality before the law, they become aware that 
prejudice and discrimination are typical of most adults. 

Beliefs and attitudes held by a majority toward a minority are com- 
monly referred to as prejudices. Defined strictly from derivation, a 
prejudice is a prejudgment—i.e., a judgment made before examination 
of evidence. It is not unusual for social scientists to use the term in a 
more popular sense, as “‘attitudes and beliefs which serve to place the ob- 
jects of the attitudes and beliefs at an advantage or disadvantage.” ° 

Prejudice may involve beliefs and attitudes of which the holder is 
barely conscious. It may be incidental and peripheral, and not integrated 
with a person’s central cognitive structure. Prejudiced beliefs and atti- 


* Gunnar Myrdal, Richard Sterner, and Arnold Rose, An American Dilemma: 
The Negro Problem and Modern Democracy, Harper & Row, 1944. 

? David Krech and Richard S. Crutchfield, Theory and Problems of Social Psy- 
chology, McGraw-Hill, 1948, p. 475. 

* Ibid., p. 444. 
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tudes are usually inconsistent and poorly understood, many prejudiced 
persons act according to one belief or attitude in one situation and con- 
tradictory ones in other situations. Prejudices may be held so lightly that 
their holder reacts against members of a minority only by avoiding their 
company; in some cases he may strongly reject openly discriminatory 
behavior. 

Because the structure of prejudice in individuals is ordinarily rather 
haphazard, and because of a tendency to turn prejudices on and off ac- 
cording to the situation, it is hardly correct to say that most prejudiced 
persons have an ideology of prejudice—except, perhaps, in the Southeast. 
It is difficult, for example, to identify in the area of race a core of beliefs, 
widely and popularly held, which compare with the ideology of laissez- 
faire capitalism described in Chapter 14. 

Some persons do intellectualize their prejudices to the point of devel- 
oping a conscious and often elaborate philosophy (racism) regarding ra- 
cial and ethnic groups; and use this philosophy to justify some overt ac- 
tion against the groups in question. Beliefs of racists almost always corre- 
spond to widely held beliefs in the culture, but they are held with 
greater-than-average intensity and are likely to be integrated with the 
racists’ core of beliefs. Racists value their prejudices; they are not passive 
products of a culture pattern. 

All human groups appear to be ethnocentric. That is, each group ac- 
cepts its own way of life as best and assumes that ways of other groups 
are inferior. Although ethnocentrism was common in ancient times, it 
was not then based upon race. Ancient Greeks, for example, considered 
all outsiders culturally inferior, and worthy of the name barbarian. But it 
was the culture or way of life which was thought inferior, and not peo- 
ple as biological organisms. It is rare to find in the ancient world exam- 
ples of discrimination based upon the idea that some people are inferior 
because of heredity.‘ 

With expansion of Europe in the sixteenth and seventeenth centuries, 
Europeans first began to have widespread contact with peoples of other 
cultures. Although Europeans usually thought them inferior, it was not 
because of their racial origin but because of their paganism. Conversion 
brought a pagan inside the fold of humanity, gave him, at least in princi- 
ple, the rights and privileges of nonpagans. During the earliest period of 
colonization by Christian powers, for example, it was common to free 
those slaves who accepted Christianity. Spanish, Portuguese, and French 
explorers, traders, and colonists regularly married converted native 
women. The English were an exception. 


* Material presented here on history of prejudice draws heavily from Ruth F. 
Benedict, Race: Science and Politics, Viking, 1945, pt. II. 
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As colonialism developed, the practice of freeing slaves merely because 
they became Christians ceased to be good business. Although keeping 
slaves in spite of their conversion became the rule, actual practice with 
respect to freeing slaves and their status after manumission varied from 
place to place depending upon the traditons of the colonial power. In 
Spain and Portugal, there was a tradition of slave law, resulting from the 
practice of slavery prior to the period of overseas colonization. Persons 
enslaved in Spain, for instance, included Negroes, Moors, Jews, and 
Spaniards. Both Spanish and Portuguese slave law was based upon the 
Justinian Code, which assumed that slavery was a condition of legal 
bondage unrelated to any imagined biological or moral inferiority of 
slaves. A slave was seen as a human being reduced by misfortune to a 
condition of servitude. Upon manumission, he became in principle a per- 
son with all the rights of his former master. 

The situation in English colonies was quite different. By 1500 the 
Anglo-Saxon world had lost all vestiges of slavery and slave law.® There 
was no legal provision for slavery, and no tradition for handling slavery 
on a legal basis. Planters of the southeastern United States found them- 
selves in a legal vacuum and, as the ruling class of the region, were free 
to innovate legal definitions and rules as they pleased. It is not surprising 
that they chose to define slaves as chattels and not as persons, and made 
no provision for reinstatement of slaves to the position of free men. Be- 
cause of their position as chattel, not human beings, a family structure 
among slaves in the United States became all but impossible. At an early 
age, children were sold from their parents. Parentage was unique: slaves 
were bred for the market as we now breed cattle. A husband and wife 
relationship was a rarity. Daniel P. Moynihan, an expert on this particu- 
lar subject, considers the North American form of slavery the worst the 
world has ever experienced and a key factor in certain current racial 
problems.® 

If human beings are defined as chattels, legally comparable to mules 
and bales of cotton, it is difficult later to recognize freed slaves as fully 
human and moral beings. The idea grew, furthermore, that only Negroes 
could be slaves, as they were the only slaves Americans knew. If Ne- 
groes alone are slaves, logically one may justify this condition by assum- 
ing that they are subhuman and incapable of fully responsible and moral 
behavior. In the United States, Negroes came to be regarded as biologically 
inferior to whites. In countries which began as colonies of Spain or Portu- 

5 Ibid. 

* His confidential policy paper, The Negro Family, written for the federal gov- 
ernment (1965), is the source from which we draw. See also Newsweek, December 6, 


1965, p. 38; and The New York Review of Books, October 14, 1965, pp. 39 ff. More 
will be said about his thesis later. 
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gal, Negroes are not regarded as biologically inferior, little prejudice is 
directed toward them by whites, and intermarriage is common." 

Racism was given its modern and classical form by European and 
American writers between 1853 and 1930.8 According to one racist of 
the period, there are three different races of mankind (white, yellow, and 
black); and they differ from one another in physical, intellectual, and 
moral qualities. Only the white race has “reflective energy,” persever- 
ance,” “instinct for order,” “love of liberty,” and “honor.” The only ex- 
ample of a truly white race is the blond “Aryan.” Europeans as a whole 
are a hybridized lot, Alpine types being of “yellow extraction” and 
Mediterranean types of “black extraction.” Aryans are the natural aris- 
tocracy of Europe, and the group best fitted to rule.® 

Near the beginning of the twentieth century the idea of race became 
attached to nationality. It became popular to speak about the “English 
race,” the “German race,” and the “French race.” Although the French 
and Germans appeared to make it more of an issue, each nationality 
more or less assumed it was superior to the rest. When nationality be- 
came equated with race, it was necessary to define race by other than 
surface physical characteristics. Obviously the German nation included 
persons of many different physical types. A solution was found in a con- 
cept of race which was based almost exclusively upon “inner qualities.” 
Thus, all Germans were said to have certain innate moral qualities 
which, irrespective of physical appearance, mark them as Germans. 
Under Hitler, this notion was developed to the point where a person 
could be a German without having been born in Germany and without 
ever having lived there—‘a German soul in a non-German body.” 1° 

Racist literature in the United States during the last half of the nine- 
teenth century and the early twentieth followed European racism and 
was aimed chiefly at “inferior” southern Europeans who were flocking to 
the United States in great numbers." 


* The interpretation given here of why there is a “Negro problem” in the United 
States and none in countries such as Brazil and Cuba follows Frank Tannenbaum, 
Slave and Citizen: The Negro in the Americas, Knopf, 1947. 

* The year 1853 marks the first publication of an influential work which was to 
inspire later racists, Count de Gobineau’s Essay on the Inequality of Human Races. 

* Gobineau, quoted in Benedict, op. cit., pp. 115-118. 

* Among writers who claimed that a nationality may correspond to a race, one of 
the most influential was Houston S, Chamberlain, Foundations of the Nineteenth 
Century, London, 1911. Chamberlain became a German by adoption. He advanced 
the theory that Teutons are the chosen people, and that in Germans Teutonic blood 
is to be found in its purest form. 

™ American racists include Madison Grant (The Passing of the Great Race, 1916), 
Clinton S. Burr (America’s Race Heritage, 1922), and Lothrop Stoddard (The Revolt 
Against Civilization: the Menace of the Under Man, 1922). 
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Today, popular beliefs in the United States about the meaning of race 
and proper relationships between different races and ethnic groups re- 
flect the above history of racism. However, persistence of racial preju- 
dice on a wide scale, and of racism among certain groups, cannot be ex- 
plained wholly in terms of historical developments. Much prejudice 
today appears too strongly motivated to be simply a result of hereditary 
belief. Ethnocentric feelings now often have a pathological quality, and 
inherited beliefs are useful chiefly in justifying discrimination which 
would have been practiced anyway. 


MOTIVES OF PREJUDICE 


Social scientists have identified a number of possible motives of preju- 
dice.’” It may be a characteristic response by most persons to the exist- 
ence of out-groups; i.e., ethnocentric behavior involving prejudice may 
typify normal human relationships. Racial prejudice may be a means of 
helping a person to identify with his group, and thus to feel accepted 
and wanted. In some cases, adoption of prejudiced beliefs may be in re- 
sponse to a need to find an understandable interpretation of some social 
situation. For example, one who lacks an understanding of war and its 
causes may clarify the problem to his own satisfaction by accepting the 
idea that “international Jews” promote war for their own profit. The 
motive in this case is the need common to everyone to make sense of his 
world. In still other cases, economic or other forms of competition may 
explain prejudice. If there is not enough of some wanted thing to go 
around, then an individual may reason, “Unless I assert my own 
strength, they will take what I want.” 

Although such motives may help to explain the persistence of preju- 
dice from one historical period to another, they are not adequate to ex- 
plain the pathological level of prejudice typical at certain times and 
among certain groups. A more promising hypothesis which has a great 
deal of presumptive evidence in its favor treats this pathological level of 
prejudice as a personality disorder. It is now believed by many social 
scientists that a highly prejudiced person is to some degree mentally ill. 
Such persons may be normal at most times, but occasionally, victimized 
by temporarily frustrating circumstances which generate intense aggres- 
sive impulses, they direct their aggression at minorities. Other persons 
may have deep frustrations of a more permanent nature stemming from 
parental rejection, repressed needs, or other causes. The result is a per- 
sonality structure which includes a “need” for “inferior persons” who 
can serve as objects of aggression. 


* For a summary of motives which have been found to operate in connection 
with racial prejudice, see Krech and Crutchfield, op. cit., pp. 447 ff. 
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THE AUTHORITARIAN PERSONALITY 


It is now customary to call the type of individual who has a deep and 
permanent need to persecute weaker persons the authoritarian personal- 
ity type. A tendency toward prejudiced belief is not the only con- 
spicuous trait of this type; it is one trait among many which together 
compose a distinctive pattern. One had best be cautious in use of this 
concept since many persons who are basically democratic may occasion- 
ally exhibit authoritarian traits, and relatively few authoritarian individ- 
uals have all the traits associated with the type. Furthermore, some per- 
sons who exhibit many authoritarian traits show them only to a mild 
degree. With these cautions in mind, the authoritarian personality struc- 
ture is believed to have such traits as the following: 

Hierarchical Orientation. This leads to an admiration of, and submis- 
siveness toward, persons who are strong (strong in the sense of having 
political, economic, or social status), and contempt for weak persons. 
The authoritarian tends to exploit and manipulate the weak, often in 
cruel and callous fashion. Because he sees society as a hierarchy, he is 
often a ruthless social climber given to fawning on superiors and abusing 
inferiors. 

Conventionality and Pseudo Conservatism. To gain respect in his 
community, he is likely to want his wife to dress modestly, to stay at 
home, and to send the children to Sunday School (although not every- 
one who does these things is an authoritarian). His political and eco- 
nomic beliefs are best described as pseudo conservative because he ad- 
mires the power of big business and strong but reactionary political lead- 
ers and accepts violence and expediency as necessary means for preserv- 
ing his “one hundred percent Americanism.” As Adorno observes, he is 
characterized by “conventionality and authoritarian submissiveness on 
the ego level, with violence, anarchic impulses, and chaotic destructive- 
ness in the unconscious sphere.” 4 

Tendency to View Other Persons as Means. The authoritarian tends 
toward an “exploitive-manipulative type of power orientation.” He sees 
others as tools for furthering his ends. He regards marriage, for example 
as a way to gain wealth, status, and respectability. He judges his wife and 
children according to how they make him look in the community. 


* For one of the best treatments of this subject, see Erich Fromm, Escape from 
Freedom, Farrar & Rinehart, 1941. Perhaps the most ambitious studies of the authori- 
tarian personality were sponsored by the American Jewish Committee and published 
under the general title Studies in Prejudice. Among the volumes published, the one 
most pertinent to our thesis is T.W. Adorno et al., The Authoritarian Personality, 
Harper & Row, 1950. Discussion on following pages draws heavily from this source. 

“ Adorno, op. cit., p. 675. 
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Repression of Instinctual Tendencies. An authoritarian is seldom able 
to enjoy the erotic or sensual. He may be cold and prudish; or he may 
pursue a crude, compulsive kind of promiscuity lacking in any real satis- 
faction; or he may lead a dual life, exhibiting great conventionality on 
the surface but pursuing numerous extramarital affairs.1> Male authori- 
tarians tend to idealize women on an abstract level (“American mother- 
hood,” for example) but be incapable of establishing warm and affec- 
tionate relations with them. 

Exaggerated Ethnocentrism. This may lead to fear of, and hostility 
toward, all groups which are “different.” The authoritarian tends to see 
every group as an out-group except his own inner circle and the power 
groups with which he identifies. A conspicuous aspect of his ethno- 
centrism, contrasted with more normal ethnocentrism, is the generality 
with which he rejects others. Levinson points out that to the ethnocentric 
or authoritarian type “The social world . . . is arranged like a series of 
concentric circles around a bull’s eye. Each circle represents an ingroup- 
outgroup distinction; each line serves as a barrier to exclude all outside 
groups from the center, and each group is in turn excluded by a slightly 
narrower one. A sample ‘map’ illustrating the ever-narrowing ingroup 
would be the following: Whites, Americans, native-born Americans, 
Christians, Protestants, Californians, my family, and finally—I.” 16 

Mental Rigidity and Tendency to Think in Stereotypes. The authori- 
tarian often rejects science as a method, and in view of his frequent re- 
jection of cultural interests he may be called anti-intellectual as well. Al- 
though exhibiting a closed mind most of the time, he may be gullible and 
suggestible when under the influence of persons or groups of superior 
power. He rejects critical analysis of any sort, particularly self-criticism. 
For this reason, the typical authoritarian is usually more ignorant and 
confused about social affairs than most other persons. He tends to gen- 
eralize on the basis of scanty or nonexistenct evidence. A result of this 
habit is stereotypy, in which he attributes certain traits to “all Jews,” “all 
Armenians,” “all socialists,” or “all professors.” 

Self-Glorification and Projection. The authoritarian male typically 
boasts of obstacles which he has overcome (in Horatio Alger pattern), 
and of possessing all the most admired traits of a virile American male. 
He may boast of his morality, of his sexual conquests, of his conserva- 
tism, and of his associations with the “right people.” At the same time, 
he usually blames his failures on others. He projects his difficulties on 


* Ibid., pp. 393-397. Studies by Frenkel-Brunswik and Sanford of a group of col- 
lege coeds indicate a significant correlation between anti-Semitism and sexual repres- 
sion. See “Some Personality Factors in Anti-Semitism,” Journal of Psychology, 20: 
271-291, 1945. 

*© Adorno, op. cit., pp. 147-148. 
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whatever scapegoat is convenient, and often his anger is focused on a 
minority group. 

The authoritarian is a person of deep frustrations, who finds little pleas- 
ure in life. Typically, the adult authoritarian was reared in a home 
where love and mutuality were lacking, where the father was an auto- 
crat, where conventional mores were enforced with an iron hand. As 1 
rule, some aspect of his adult life is also highly unsatisfactory. He mxy 
be a member of a depressed group, as a white sharecropper in the South, 
or a clerical worker who finds it impossible to rise from a routine and 
unrewarding job; or a businessman frustrated by an inability to keep up 
with the Joneses. Authoritarians are usually rootless, unintegrated with 
the culture around them, lacking in a sense of purpose, and facing ob- 
stacles which are too great for them to surmount. They are fodder for 
any sort of “movement” which gives them adventure and a feeling of 
importance. 

The studies of authoritarian personalities indicate that solutions to the 
problem of intergroup prejudice will necessarily include serious atten- 
tion to the emotional atmosphere within which intellectual reorganiza- 
tion is to be undertaken. Group-leadership techniques, as described in 
Chapter 7, can help create this atmosphere. Several studies have sug- 
gested that children’s attitudes become more democratic when teachers 
are sensitive to the social-emotional needs of children—the needs for be- 
longing, achievement, and love. 

In the area of social relations, there are numerous points of contradic- 
tion and confusion concerning race and minority groups. Some of these 
will be discussed in the sections that follow. 


1. Racial Differences and Human Similarity 


It is believed that there are distinct races of mankind which differ from 
one another physically, intellectually, and morally; but it is also believed 
that race is only skin deep and that all men are brothers. 

The assumption that there are different races of mankind which differ 
in physical, mental, and moral characteristics has already been described. 
There is value, however, in reviewing some widely held associated be- 
liefs. Many persons, for example, assume that all persons speaking a par- 
ticular language, or languages of a related group, are of the same race. 
An example is use of the term Aryan to designate a race. Originally this 
term referred to a group of languages which included Sanskrit of ancient 
India and languages of ancient Persia. Later it came to designate a large 
language group which included the above and also German, English, 
Latin, Greek, Armenian, and Slavic. These are the Indo-European 
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languages. Historically persons whose ancestors spoke any of these lan- 
guages were members of the “Aryan race.” 

Another common belief is that race and culture are related—that is, 
persons of a particular race show certain cultural preferences because “it 
is in them” to be that way. Conversely, when persons show certain cul- 
tural characteristics, these are supposed to represent hereditary differences 
attributable to “racial influences.” The belief in a Jewish race is rooted 
in assumptions such as these. 

In contrast to a belief in fundamental biological differences which sep- 
arate men into races composed of superior and inferior beings is a belief 
that all men are essentially alike, that race is “only skin deep.” This 
equalitarian idea sometimes has a religious basis. Many believe that the 
human race sprang from Adam and Eve, and so all people have common 
ancestors. Closely related is the belief that, since all human beings have 
souls, and all souls are composed of the same primal stuff (the universal 
soul-substance), human beings are necessarily alike in their most impor- 
tant characteristics. The belief that all races are essentially alike is also 
rooted in (a) eighteenth-century liberalism, which furnished back- 
ground for Jefferson’s proposition in the Declaration of Independence, 
“All men are created equal”, and (b) a scientific-naturalistic outlook 
which makes no reference to religion or the ideals of the Age of En- 
lightenment. 

There is evidently considerable popular confusion over the meaning of 
the term race. Most persons probably have a nebulous conception of 
race, and their actual opinions in this area undoubtedly shift a great deal 
from one occasion to another. A general understanding of what science 
knows to be true of race would not in itself eliminate patterns of discrim- 
ination, but it would be a necessary step in that direction and would cer- 
tainly reduce ambiguity in popular conceptions of race. The following 
are some of the scientific facts. 

It is clear to all scientists that all men belong to a single species. There 
are no divisions within mankind such as divide the different species of 
lower animals. Compared to their similarities, differences between races 
are insignificant. Yet men do differ; a Norwegian and an Australian 
bushman are clearly distinguishable one from the other. 

However, attempts to classify human beings into races have always 
encountered difficulty. It is possible to compile a list of widely shared 
characteristics for a given group, such as skin or eye color, hair texture, 
or head shape, and to describe generally a “typical” individual of that 
group. But very few, if any, members of a given race correspond in all 
respects to the average type. Each individual in a given race has unique 
characteristics. Many individuals of a given race show traits which are 
more to be expected in some other racial grouping. There are some 
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grounds for saying that every individual belongs to a race of his own, 
but it would not be helpful to define race in this way.'? 

As previously suggested, it was once believed that blood carries hered- 
itary characteristics. So far as we know now, this is complete nonsense. 
Hereditary characteristics are carried by a cooperative arrangement of 
DNA and RNA molecules, and perhaps other unknown factors, in the 
germ cells. (For DNA molecules, we can still, with some respectability, 
use the old term genes.) DNA molecules retain their identities for count- 
less generations; this is one of their most significant features—ie., a 
DNA molecule which contributes toward a particular shade of brown 
eyes will continue to do so generation after generation. Occasionally, a 
small part of a specific DNA molecule becomes altered by mistake; and 
when this occurs, the characteristic with which it is associated may be 
altered. It is only by mishap to a particular DNA molecule (known as 
mutation) that a particular hereditary characteristic can change. 

Another crucial aspect of DNA molecules is that they are transmitted 
independently. Those that produce tall stature may occur with heredi- 
tary factors which produce black or white skin, long or round heads, 
narrow or broad noses, blond or dark hair, blue or brown eyes, and so 
on. Thus, generally, any hereditary physical or mental trait may appear 
in conjunction with any other trait. Nevertheless, much remains to be 
known about how the basic heredity stuff functions.1® 

Genetic principles may give meaning to the following definition of 
race: “Races are populations which differ in the relative commonness of 
some of their genes.” 1° Thus, in a particular race a given trait, such as 
tallness, may occur more often than in some other race. A particular 
shade of skin may be more common in one group than in another. This 
does not mean that genes capable of producing traits quite different from 
the usual ones are absent from a race. Rather, there are “majority traits” 
which are sufficiently common to make most members of a race look 
different from most members of another race. 

Even this definition presents difficulties. A problem remains of decid- 
ing which traits to use in defining a particular race. Obviously, combina- 
tion of characteristics is called for. If we use only one characteristic, 
such as dark skin color, and assume that everyone with this characteristic 
belongs to a “black race,” we must include peoples who differ markedly 
from one another in other characteristics (e.g., Asian Indians, Melane- 
sians, and Africans). It is necessary, therefore, to use several traits which 


“ L.C. Dunn and Theodosius Dobzhansky, Heredity, Race, and Society, New 
American Library, 1952, p. 114. 

* For a readable and very well written book on the general subject of heredity, 
see Ruth E. Moore, The Coil of Life, Knopf, 1961. 

* Dunn and Dobzhansky, op. cit., p- 125. 
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are easily measured and which tend to occur in combination. Anthro- 
pologists have used skin color, hair color and texture, eye color, head 
shape, and stature. Such classificatory schemes usually produce several 
hundred races (e.g., Nordic, Alpine, Mediterranean, Armenoid, and 
Hindi). Anthropologists have also identified primary races (sometimes 
called stocks). Primary races are usually limited to three: Caucasoid, 
Negroid, and Mongoloid. 

Students are likely to forget, however, that it would be just as logical 
to classify persons according to traits not now commonly used. Distribu- 
tion of blood types in a population is one such trait, as is distribution of 
color blindness, or ability to taste phenyl-thio-carbamide.*° Yet if any 
of these clearly hereditary and easily measurable traits were used, present 
classifications would be completely changed. It is correct to say, there- 
fore, that the present scheme for classifying people into races is arbi- 
trary. Dunn and Dobzhansky also believe that it has only limited useful- 
ness: “When we say that two populations are racially different we are 
not saying very much.” 71 

With increasing scientific information, even stronger positions are 
now taken. Morton H. Fried, Columbia University professor of anthro- 
pology, argues with great force that the word race is completely mean- 
ingless and should no longer be used in discourse which is meant to com- 
municate. He points out that “. . . there is no white race. ... Also, 
there is not now and never has been either a black race or a yellow 
faces 

He suggests there was no great difference between Neanderthal man 
and other contemporary members of homo sapiens. The Neanderthals 
disappeared by biological integration, not extermination. In fact, the 
conception of Neanderthal man is a myth, “invented in the nineteenth 
century.” It was the hunting down, killing, and making of slaves of non- 
European peoples “to which most of our twentieth-century mythology 
about race can be traced.” Fried states, “At best, a racial category is a 
statistical abstraction based upon certain frequencies of genetic charac- 
ters observed in small samples of much larger populations . . . but it 
cannot be displayed by an individual.” And “. .. some of our best 
known and noisiest Southern politicians undoubtedly have some ‘Negro’ 
genes in their makeup.” Fried concludes that race is undoubtedly the 
most vicious of all four-letter words in our vocabulary.”? 


* [bid., pp. 121-122. 

* lids pals; 

2 Morton H. Fried, “A Four-Letter Word That Hurts,” Saturday Review, Octo- 
ber 2, 1965 (our italics). See also Harrison Weiner, et al., Human Biology, Oxford 
University Press, 1964; Ashley Montagu, ed., The Concept of Race, Free Press, 1964; 
and Frank B. Livingston, “On the Non-existence of Human Races,” Current Anthro- 
pology, 3: 3, 1962. 
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1.1 What meanings have been given to the term race? What is the scientific 
meaning? How many races are there? Does race, scientifically speaking, 
relate in any way to cultural achievement, or nationality? 

1.2 How does science account for the fact that some whites have darker skins 
than some Negroes, that some Swedes are brunet and short, that some 
Chinese do not have high cheekbones? 

1.3 In countries which were once colonies of Spain, such as Brazil, persons 
of mixed white and Negro ancestry are commonly regarded as white but 
in the United States, they are usually classified as Negro. How do you ex- 
plain this inconsistency in racial classification? 


2. Negro Inferiority and Negro Capacity 


It is believed that of all races the Negro is lowest on the evolutionary 
scale and least capable of a high order of civilized living; but tt is also be- 
lieved that all human beings should have equal rights and opportunities, 
and that Negroes have been treated more unfairly than any other mi- 
nority. 

The anti-Negro ideology of American whites places the Negro in a 
caste. A caste is a group permanently set apart in that it is not allowed 
the right of intermarriage or of full social intercourse with the majority 
group. A class, in contrast, represents a status position which is not 
necessarily permanent, since members of one class may move with some 
freedom into another, and classes may intermarry without serious affront 
to the mores. 

The basis of a Negro caste in America is assumed biological inferior- 
ity. Negroes are believed to be unassimilable because their ancestry is 
different from that of whites and inferior to it. One of the cruder beliefs 
holds that Negro blood infects the white race, and intermarriage will 
weaken the white race. Miscegenation is a threat to “racial purity” and 
“contrary to nature.” *8 

An anti-Negro ideology exists on both sides of the Mason-Dixon line 
but there are some differences between North and South. Although 
many citizens of the South are more democratic than some of their 
northern neighbors, in the South one is more likely to find die-hard ac- 
ceptance of the belief that amalgamation of races will forever remain in- 
tolerable. Northerners and southerners share many beliefs about the 
traits of Negroes but northerners are more likely to attribute these traits 
to environmental influences, southerners to biological inheritance. 

The South commonly believes that Negroes are less intelligent than 
whites, and more ignorant and superstitious, that Negroes are lazy and, 


*% Myrdal, op. cit., p. 55. 
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when they do work, do so more slowly and casually than whites; that 
Negroes are happy-go-lucky, childish, and irresponsible, more emotional, 
less stable, and more inclined to behave impulsively. There is a pretty 
general assumption that Negroes are more suceptible to disease, and that 
they have a distinctive, ineradicable odor. The notion that Negroes are 
subject to congenital physical weakness applies with special force to 
mulattoes, who often are believed to be sterile, inharmoniously propor- 
tioned, and more susceptible to disease than are “full-blooded Negroes.” 
Oddly, the achievement of successful mulattoes is usually attributed to 
their white ancestors. It is also thought that Negroes are endowed with a 
more powerful sexual drive than are whites and possess greater sexual 
capacity and skill. Negroes are said to be loose in their morals, and fre- 
quently to become criminals. It is even believed that they cannot learn 
to speak clear and correct English.** 

Northern whites are more likely to feel that Negroes are entitled to 
the same rights and the same justice as other citizens, but the differences 
between North and South can be, and usually are, exaggerated. Most 
northerners are willing to extend certain rights to Negroes provided 
“equal rights are not abused” or “carried too far.’ Schermerhorn sum- 
marizes the beliefs of northern whites by saying, “With regard to re- 
sults, the northern ideology accents subordination while it minimizes 
segregation. Internally it is composed of moral idealism with a touch of 
complacency, indifference unless circumstances force the issue, with- 
drawal to prevent occasions that might test a real concern, and practical 
ignorance of the Negro as a human being or of his culture. . . .” ?° 

Another group of popular beliefs attributes especially desirable traits 
to Negroes: they are gifted in music, art, dancing, and acting; they are 
superior to whites in handling animals, or, sometimes, children; they 
make loyal and reliable servants, they are happier, more relaxed, and 
more free from tensions; they are capable of more emotional warmth 
and can take sorrows and disappointments more easily than whites, they 
are more religious.?® These more favorable beliefs do not imply unqual- 
ified admiration of Negroes and neither do they imply that they are “as 
good as whites.” Their function seems to be to define a Negro’s “place” 
since one of the most general beliefs of all is that “Negroes are all right 
in their place.” 

On page 409, we observed that slavery in the United States was rela- 
tively unique in the world because of its destruction of the family and 
that Daniel Moynihan had researched this more thoroughly than anyone 


* Ibid., pp. 106-108. 
* R.A. Schermerhorn, These Our People, Heath, 1949, p. 137. 
* Myrdal, op. cit., p. 108. 
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else. Moynihan, meaning well for American Negroes, argues that they 
are distinctively different culturally because of their background and 
that many steps we now try to take to ameliorate the position of the 
lower-class Negro is fruitless because of this background. It is true that 
the rate of crime, illegitimacy, desertion, unemployment and other prob- 
lems is higher among underprivileged Negroes than among underprivi- 
leged whites. At present, because of their cultural background, many 
Negroes are disqualified from equal opportunities. Their central problem 
is what Moynihan calls the matrifocal family, in which the male is a 
“transient who provides neither a regular income, consistent discipline 
and direction, nor an example to his sons of what they might hope to 
become as adults . . . [the] problems generated by matriarchy are get- 
ting worse, not better.” ?* Logically, Moynihan’s proposal is not that we 
abandon present attempts to assist the underprivileged Negro, but that 
we add a new program—that of trying to rebuild the Negro family 
structure into a psychologically more satisfactory form. It is unfortunate 
that his thesis has been attacked by Negro leaders who feel that it makes 
worse the present Negro image. 

In the past, the chief moral conflict of whites undoubtedly has been 
that, on the one hand, they feel Negroes—more than other minority 
groups—are biologically inferior and incapable of ever reaching the 
achievement of whites. And, on the other hand, they have espoused the 
idea of the “brotherhood of man” and have felt severely guilty over the 
obvious mistreatment of Negroes. This conflict still exists among many 
persons. 

The situation has changed greatly in recent years. Educated whites, 
now aware of the scientific facts about race, no longer try to promote 
the “biological inferiority” argument. Arguments against giving Negroes 
full rights with Whites are now based on cultural erounds—“The blacks 
haven’t had a chance yet to earn equal status.” The same notion also 
provides arguments for doing everything possible to give Negroes equal 
opportunities—if not fully equal status. This was the prevailing student 
opinion exposed in the study of student beliefs at Fresno State College. 
Currently, although a considerable minority do believe in offering full 
rights mow—even including social integration (and miscegenation), 1966 
and 1967 data suggest a possible resurgence of traditional White preju- 
dices. 

Much of the old mythology about “Negro” differences appears to 
have disappeared since the spread of scientific views through the mass 
media and a greater intermingling of the races on a social basis. It is no 


¥ See Newsweek, December 6, 1965, p. 38 ff.; and Christopher Jencks, “The 
Moynihan Report,” The New York Review of Books, October 14, 1965, pp. 39 ff. 
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longer startling to read in the paper of a white coed, “Why, many of 
my friends run around all the time with Negroes. Why should anyone 
think anything of it?” 

In fact, among some of the white intelligentsia a kind of reverse ideol- 
ogy about Negro-white relationships is appearing. In parts of the coun- 
try, such as Los Angeles and the deep South, whites have carried on 
their traditional way of settling disputes through violent rather than 
democratic means. For a few years, Negroes, through their policy of 
nonviolence of a Ghandilike pattern, led many Whites to wonder if 
Negroes did not possess some kind of unique moral superiority. How- 
ever, the “Black Power” movement of 1967 has apparently caused some 
reversal of this view. 


2.1 How do you explain that in the United States anyone with a Negro an- 
cestor is considered a Negro, but offispring of white-Indian marriages are 
thought to be white? If a person with Negro ancestry who “looks white” 
is able to “cross the color line” and is freely accepted as white by whites, 
is he still a Negro? If he marries a white, would his children be Negroes? 

2.2 Is it possible to combine segregation and equality of treatment? Is segre- 
gation in itself a form of discrimination? If an employer provided sep- 
arate rest rooms for Negroes and whites, and if those for Negroes were 
the cleaner and more modern, would you say that anti-Negro discrimina- 
tion was being practiced? Anti-white discrimination? 

2.3 It is argued that Negroes like paternalism (ie., kindly domination by 
whites). It is also argued that Negroes must be kept in their place. If 
Negroes like paternalism, why would it be necessary to take pains to keep 
them in their place? 


3. Jewish Greed and Jewish Radicalism 


It is believed that Jews control most industry and money in the United 
States; but it is also believed that most Jews tend to be radical and Com- 
munistic in their political philosophy. 

This contradiction is only one of many central to anti-Semitism in 
America. Anti-Semitism probably is declining in the United States but 
still exists. It appears to be stronger in rural areas than in cities, and 
stronger among lower, and lower-middle- than among upper- or lower- 
class persons. It correlates with ultraconservative political and economic 
beliefs; reactionaries, unless they are Jews, are usually anti-Semites. Be- 
liefs about Jews which are widespread among Christians include the fol- 
lowing: 78 


* For data on the ideology of anti-Semitism, see Schermerhorn, op. cit., pp. 
31-32; and Adorno, op. cit., pp. 94-100. 
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a. There is a Jewish “race,” easily identifiable by certain physical charac- 
teristics: a prominent hooked nose, a dark and oily skin, black—often 
wavy—hair, and a narrow jaw. 

b. Jews are grasping and greedy. Their chief aim in life is to make money, 
and they will resort to the most unethical business practices in order 
to do so. 

c. Jews are aggressive and power seeking. They have too much power, 
especially in the economy, and will gain more as they can. 

d. Jews adopt radicalism and intellectualism (which are thought to be the 
same). They lean toward all kinds of radical doctrine. They tend to be 
atheists, to believe in moral relativism, and to approve modern art and 
music. 

e. Jews are morally impure, are sensual, and often practice perversions. 

f. Jews control most industry in the nation. Through their control of 
banks they also control the money supply. Jewish international bankers 
control the world economy. 

g. Jews are industrious and intelligent, but their intelligence is character- 
ized by a shrewdness and craftiness unappealing to decent persons. 

h. Jews are clannish; they do not welcome non-Jews into their circle and 
make no attempt to adopt customs of people around them. 


It is unlikely that anti-Semitism creates in the minds of Americans the 
same dilemma as does discrimination against Negroes. Discrimination 
against Jews is much less conspicuous than that against Negroes. Jews 
are refused lodging at some resorts and hotels, yet a Jew can go almost 
anywhere in the United States and secure first-class hotel lodging and 
restaurant service. Jews may be admitted to universities according to 
quota, but there are few institutions of higher learning which altogether 
exclude them. Jews are discriminated against in employment, yet many 
of them manage to attain high positions in business and the professions. 
Anti-Jewish discrimination is—much of the time—a quiet, “gentlemen’s 
agreement” sort. Therefore, Americans do not sense a “Jewish prob- 
lem,” nor do many of them feel moral qualms about present treatment 
of Jews. 

Anti-Semitism dates at least as far back as the pre-Christian era, when 
Jews were persecuted for political and cultural reasons. It increased dur- 
ing the late Roman and medieval period, when it was largely based upon 
religious differences; and began to function as a political weapon in the 
latter half of the nineteenth century. Apparently the only country prior 
to Nazi Germany to use anti-Semitism as a state policy was czarist Rus- 
sia. However, the Roman Catholic Church, until its most recent Council, 
has been basically anti-Semitic on the grounds that the Jews crucified 
Christ (who was a Jew). This fundamental attitude has not everywhere 
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been prevalent but appears to have had an extremely strong influence 
during World War II. 

In the United States, restrictions were first placed upon Jews in the 
1870s. Anti-Semitism developed gradually in this country until the 1920s, 
when it received stimulus from the Ku Klux Klan and the anti-Semitism 
of prominent figures, among them Henry Ford. By the late 1920s, Ameri- 
cans were generally familiar with the idea that the Christian world was 
under the power of Jews, and that Jews were radical and dangerous. 

Because it has a long history and is prevalent in almost every Western 
country, anti-Semitism is a special kind of problem in prejudice. It can- 
not be explained in the same way as prejudice against Negroes, Japanese, 
and Chinese. Jews, more than any other minority, are economic and in- 
tellectual competitors of those who mold public opinion. However, this 
fact does not explain all anti-Semitism. A psychoanalytic explanation has 
been offered, and it seems to be winning acceptance among social scien- 
tists. For a review of some of its chief points, see pp. 412 and 413 above.”? 


3.1 A Fortune survey showed that among the anti-Semites in a poll sample 45 
percent belong to the lower-middle class. How do you explain this? Are 
middle-class persons more frustrated than other groups? Why would re- 
sentment be directed against Jews? Are lower-middle-class persons up- 
wardly mobile? Would there be any tendency for the lower-middle class 
to regard Jews as competitors? 

3.2 It is easy to find facts to refute the belief that our economic system is 
controlled by Jews. Why are these facts not distributed more generally? 
Why is it that one who criticizes a Jewish capitalist is rarely called a 
Communist, but those who criticize non-Jewish capitalists are likely to be 
so labeled? 

3.3 Negroes are criticized for stupidity and laziness. Jews are criticized for 
shrewdness and industry. How do you explain this difference, and what 
is its significance? 


4. Catholic Conservatism and Catholic Liberalism 


It is believed by the Catholic hierarchy—especially in the United States 
—that Catholic liberals are destroying the Church; but it is also believed 
that the Church is medieval in outlook and its survival as a major influ- 
ence depends on fundamental reform. 

It is significant that the Catholic hierarchy in the United States is one 
of the most conservative there is. At the upper echelons, it tends to fol- 
low the pronouncements of the Roman Curia, of which even the present 


” Typical of the psychoanalytic explanations is Nathan W. Ackerman and Marie 
Jahoda, Anti-Semitism and Emotional Disorder, Harper & Row, 1950. See also 
Adorno, op. cit. 
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Pope, Paul VI, is wary. Many see Catholicism in the United States as the 
most conservative, the most rigid, and the most unpopular in the world. 
On the other hand, among the younger priests we find a humanism in 
outlook rather characteristic of Unitarianism and other Liberal Protes- 
tant churches.?° And there is developing a young Catholic set of both 
priests and laymen who bitterly oppose the dictates of the top American 
hierarchy. 

The Catholic Church formally published lists of “banned” books and 
motion pictures; Catholic laymen read the books and went to the pic- 
tures with delight. Catholic laymen (if we can take birth rates seriously) 
ignore the Church’s dictates regarding contraceptives. Magazines such as 
Commonweal and Ramparts—published by Catholic laymen—are among 
the most liberal magazines. 

In the United States, as elsewhere, the basic conservatism of the Cath- 
olic Church presents a serious problem for Catholicism. The priests feel, 
for the most part, obligated to follow the conservative “party line.” 
Their Catholic lay audiences do not. Hence, perhaps more than in any 
other church group, Catholic laymen disdain the priesthood and violate 
its dictates. There are, also, rebellious priests, such as Father Dubay who 
was purged from Los Angeles. (Although priests of his point of view as- 
sume heroic stature in the United States, they have been fully accepted 
in France and Italy for many years.) 


4.1 Major religions have risen and fallen in strength. Once Spain was largely 
Moslem. Do you feel that the Catholic Church may at some time become 
minor? Even if it retains large numbers of nominal lay members, do you 
think its intellectual influence will wane? 

4.2 What is your opinion of any church group dictating motion pictures, tel- 
evision shows, or books that you may watch or read? Defend your posi- 
tion. 

4.3 Why do you think certain church groups—either Protestant fundamen- 
talist or Catholic—tend to work toward “thought control”? Is this proper? 
Do they derive their authority from Holy scriptures? Did Christ con- 
demn contraceptives? Did he condemn much that the fundamentalist 
churches now condemn? 

4.4 Do you think that orthodox religious thought is virtually dead in the 
Western Hemisphere? Why or why not? 


DISCUSSION QUESTIONS AND EXERCISES 
1. Most studies of attitude change indicate that high-school students, over a 
four-year period, change very little in their prejudices. The same results 


® See Will Herberg, Protestant, Catholic, Jew: An Essay in American Religious 
Sociology, Doubleday, 1955. 
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have been found among college students over a four-year period. How do 
you explain this almost complete failure of higher education to develop 
more democratic attitudes? 

2. Some teachers will not encourage a class to discuss problems of racial prej- 
udice if the class includes both white and Negro students. Why do you 
suppose they do this? Is this practice sound? 

3. Which do you believe is the most significant difference to be taken into 
account when a couple are contemplating marriage? A religious difference 
between them; a social-class difference; a racial difference; a difference over 
whether they want children. 

4. The teachers in an elementary school learned how to recognize and meet 
some of the emotional needs of their pupils: the need for belonging, for 
achievement, for affection, and for sharing in decisions. It was found that 
these children became less prejudiced toward minorities as they became 
more and more secure. At no time did the teachers promote among the 
children an intellectual examination of racial attitudes and beliefs. Why did 
these children become more democratic? Does this experiment question the 
value of a reflective approach to racial prejudice among children? Would 
you expect the same results with high-school students? 

5. Would you expect a straight factual course on racial characteristics and 
differences to produce changes in racial attitudes? Why, or why not? 
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CHAPTER Ig 


Problematic Areas of Culture: 
Sex, Courtship, and Marriage 


American Sexual Ethics and Their Implications 
for Education 


AG eens millions of American adults apparently believe that sex edu- 
cation is desirable, it is one of the most neglected subjects of study in 
the secondary-school curriculum. Neglect of sex education may be attrib- 
uted to lack of preparation (both emotional and informational) among 
teachers, and to a belief among many parents that what sex education is 
needed is better given in the home. However, demand for sex education 
in the schools appears to be growing, stimulated probably by a belief 
that, however good their intentions, many parents fail to give children 
the help they need in this area. 

Present sex education typically has two emphases: (1) dissemination 
of facts concerning the physiology of reproduction and (2) attempted 
inculcation of traditional middle-class attitudes. The first is usually a re- 
sponsibility of biology or health-education teachers, or boys’ and girls’ 
counselors. The second task may be performed by health, physical- 
education, home-economics, and social-studies teachers, or by counselors. 

In the opinion of many persons sex education, even where most fully 
developed, remains grossly inadequate. Dissemination of physiologic 
facts may be reasonably satisfactory, but ordinarily an attempt is made 
to inculcate traditional sexual ethics in uncritical and authoritarian 
fashion. This approach does not help students to resolve conflicts they 
may have developed in the area of sex. As in other problem areas, 
teaching of this sort is likely to intensify conflicts and make them less 
manageable than would instruction emphasizing reflection and clarifica- 
tion. 

If one knows the origins of traditional middle-class sexual ethics, he is 
likely to understand them better. Some present-day notions have been in 
the Western culture stream since the development of early Mediter- 
ranean civilizations. For example, certain attitudes toward sexual prac- 
tices are expressed in the Egyptian Book of the Dead, the Code of 


429 


430 THE SOCIAL-STUDIES CURRICULUM 


Hammurabi, the Talmud, and the Old Testament; and most of them 
continue to be held by many Americans today. 

Since Hebrew and Christian scriptures are the most important sources 
of our traditional sexual ethic, it is helpful to examine their pronounce- 
ments regarding sex. Premarital coitus is severely condemned in the Old 
Testament, as are also adultery and homosexuality. The Old Testament 
condemns every type of sexual experience except marital intercourse, 
and decrees the harshest of punishments for those who transgress. 

Extreme asceticism, however, was not associated with ancient Hebrew 
culture. It remained for early Christianity to develop the ideal of asceti- 
cism, and in so doing it borrowed heavily from oriental paganism. For 
St. Paul, existence was a struggle of desires of the spirit against desires of 
the flesh; victory of spirit could come only as demands of the flesh were 
subdued: “It is good for a man not to touch a woman. . . . I say there- 
fore to the unmarried and widows, It is good for them if they abide 
even as I... . But if they cannot contain, let them marry: for it is bet- 
ter to marry than to burn.” 4 

By the fourth century a.p., asceticism had become an ideal to most 
Christians. ‘he monastic system translated the ideal of celibacy into a 
way of life. The notion that sexual desire and fulfillment are intrinsically 
evil, and that the surest road to salvation is denial of the flesh, thus be- 
came instated during the Middle Ages. 

One finds in the ancient and medieval world the origin of contem- 
porary beliefs such as these: 

1. Virginity is to be prized above all else. A virgin is nearer spiritual 
perfection than any nonvirgin can hope to be. 

2. Sexual relations, although regrettable under any circumstances, are 
permissible only between man and wife. The chief end of sexual rela- 
tions should be procreation, not recreation. 

3. Adultery is a mortal sin, deserving severe punishment. But it is 
worse for a woman to commit adultery than for a man. 

4. Since sex is evil, everyone should avoid experiences which arouse 
sexual desire. It is best for people not to talk or think about sex any 
more than necessary, and children should be protected from knowledge 
of sex. 

5. Any type of sex experience except marital intercourse is a mortal 
sin. Perversions are abominable, as is masturbation. 

Certain other beliefs may be traced straight to ancient times. The 
paternalistic culture of Judea, Greece, and Rome gave rise to beliefs that 
a husband should be head of his household, that wives and children 


* Corinthians 7:1, 2, 7, 8, 9. 
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should be submissive and obedient, and that woman’s place is in the 
home. 

The influence of Hebrew and Christian ideas upon sex, marriage, and 
the family has fluctuated from time to time and place to place. With the 
rise of Puritanism in England and its spread to the New World, the 
Christian sexual ethic was pursued with intense vigor. In Puritan Eng- 
land, fornication was once classified a felony, punishable by death. In 
Puritan New England, adultery was punishable by death, and forni- 
cation by fine and corporal punishment. Later, adultery was punished by 
requiring an offender to wear a letter A sewn on the outside of his up- 
per garments, or, as in Connecticut, by having a letter A branded on his 
forehead with a hot iron.? The Puritan code was relaxed in the eigh- 
teenth century but underwent a powerful resurgence in the late nine- 
teenth. 

We have offered the foregoing brief historical resumé in part to indi- 
cate what many of the older generation still thinks, but also to vivify the 
contrast between the old ethics and those of the young today. Lower- 
class youth have changed but little—they never were impressed by the 
traditional mores. The most conspicuous revolution in thought is within 
the middle class. It is more noticeable among the well educated than the 
less-well educated, among middle and upper middles, and particularly 
among the present generation of college students. The beginning of the 
revolution may perhaps be traced to the feminist movement of the nine- 
teenth century; but it surged forward only after World War I. Major 
wars upset culture and greatly accelerate some kinds of change. For this 
reason, some writers believe that another surge occurred after World 
War II, and they speak of not one, but two sexual revolutions in this 
century. 

(We use the term sex broadly: not only are we describing changes in 
thought about restricted matters such as premarital intercourse, but love- 
making in all its forms both before and during courtship and after mar- 
riage. We refer, also, to changing sex roles, changing ways in which men 
and women relate, what is considered appropriate after marriage [the 
business of “‘affairs”], and even the rearing of children.) 

We shall describe some of the new belief patterns in this section of 
the chapter, but first we want to indicate that they remain under sharp 
attack. The new codes continue obnoxious and frightening to the fun- 
damentally religious, the elderly, and a considerable number of the lower- 
middle class. The mass media take an ambivalent attitude. The “lovelorn 
columnists” always find ways—no matter how far-fetched—of defend- 


? Morris Ploscowe, Sex and the Law, Prentice-Hall, 1951, pp. 143-144. 
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ing many Victorian beliefs, such as the ideal of premarital and extramar- 
ital chastity. Among the most conservative of all are many school teach- 
ers, administrators, and boards of education; and of these it is the elderly 
spinster teacher who is most shocked by new ways of thought and be- 
havior. It is inescapable, therefore, that many of the young feel conflicts 
in the area of sex. The specific nature of some of these conflicts will be 
treated later in the chapter. 

One obvious and extremely significant trend of this century is the vir- 
tual breakdown of censorship. Censorship of books appears to have all 
but disappeared; it is on its way to disappearing in motion pictures, and 
has been greatly relaxed on television. Confronted as they are by unex- 
purgated realism in print and on the screen, it follows that young people 
see no cause for restraint in either their topics of conversation or the 
language they use. Freely available sex manuals have become so frank 
and detailed that one writer has been led to write an amusing satire of 
such manuals.® 

As a consequence, the young as well as the old converse with great 
frankness, often using without inhibition the old “prohibited” four-letter 
words. The young are in the process of coining an entirely new four- 
letter vocabulary, to the considerable confusion of curious adults who 
don’t know what the kids are talking about. This frankness of speech is 
not limited to sexually segregated groups. 

It is all very apparent that sex in all its ramifications is no longer as 
much of a closed area as it was even a decade ago. Nor is there any rea- 
son to suppose the trend will change. Operating in its favor is the basic 
secularization of society, the long-range trend toward a more open- 
minded morality, and the increasing tendency of persons to travel (we 
must not forget that, in most aspects of sex, almost all cultures are far 
more “open” than ours). Yet, sex cannot be excluded as a closed area or 
as a source of intrapersonal conflict. Many people in other parts of the 
world—motion-picture producers, for example—regard America as the 
chief remaining stronghold of prudery in the world. 

A few of the trends which appear to have emerged or to have accele- 
rated in the past decade are: 


1. Increased openness concerning sex at most age levels, as described 
above. 


2. Increased permissiveness in behavior. 
3. Increased interest in matters sexual. This is difficult to explain, since 
one would expect the new permissiveness to cause most persons to “take 


* Sussman, Gerald, The Official Sex Manual, Putnam, 1965. Sussman coins many of 
his own words—such as conginutal for conjugal—and in general has great fun. See 
particularly his diagram of the “Erroneous Zones of the Female.” 
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sex as a matter of course.” The intentionally humorous comment of Brit- 
ish Malcolm Muggeridge is pertinent here: “America is drenched, if not 
submerged in sex. . . . Young lovers arm themselves with birth pills and 
the Kama Sutra, and engage in erotic exercises which might have seemed 
excessive in the pages of Les Liaisons Dangereuses; middle-aged couples 
Swap partners ... and disturb the suburban night with their strident 
lovercriesatas 2 + 

4. Related to the foregoing, steadily increasing use of sex in adver- 
tising and in much business practice: It is commonly taken for granted 
that business corporations are not reluctant to employ call-girls to soften 
potential customers. 

5. Increased acceptance of nudity or seminudity: The topless stage 
performer or waitress is now commonplace in some parts of the West. 
(Social innovations that occur in California have a way of gradually in- 
filtrating other parts of the nation.) 

6. Again related to the point above, we have developed “the cult of 
the large breast.” Quoting from Newsweek, October 25, 1965, p. 112A, 
we read: “Down from the ceiling of San Francisco’s Condor Club slides 
a small pedestal bearing blond Carol Doda doing a wild Watusi. She’s 
topless and so top-heavy she seems in imminent danger of toppling onto 
the customers’ tables. . . . ‘Unbelievable!’ gasps an onlooker. Not at all, 
replies the 26-year old Miss Doda, who has escalated her measurements 
from 36-24-36 to 44-24-36 with injections of liquid silicone. ‘Sci- 
ence has invented all these new wonderful things, she explains, ‘why 
shouldn’t we use them?’ The article reports that the physician who 
treated Carol has a six-month waiting list. 

7. General acceptance among the young that it is “all right if that’s 
the way you feel about it” to engage in premarital intimacies. This be- 
comes a complicated issue. Once “heavy petting” meant practices such as 
deep kissing (of the mouth), kissing the neck, or nibbling the ears. Now 
heavy petting at the least involves fondling and kissing the breasts—but 
usually the pelvic region is involved. (These data are from the study of 
student beliefs at Fresno State College.) As one girl put it in her paper, 
“Nowadays, after a few kisses to distract you, the first thing a girl 
knows, the boy has his hand in her crotch... .” Although data are 
lacking, presumably high-school students engage increasingly in similar 
intimacies. Sexual intercourse is a common but not necessary result; 
many college students satisfy themselves through mutual masturbation. 
As one girl wrote, “The girls don’t object on moral grounds to ‘going all 
the way’ but they fear pregnancy. This other way they get the same 
kicks without the risk.” 


* Newsweek, July 19, 1965, p. 62. Muggeridge’s original article appeared in the 
New Statesman. 
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8. “Going steady” may have increased in recent years and very likely 
begins earlier—e.g., at the age of 13 or 14. Going steady for two or 
three years virtually guarantees a steady build-up of intimacy. The rate 
of premarital pregnancy between the ages of 17 and 20 has greatly in- 
creased. Marriage is a frequent way out of these premature catapultings 
into “adulthood,” especially when money is not available for an abortion. 
Sociologists in general deplore going steady prior to an age when matur- 
ity makes a successful marriage somewhat more likely.® 

9. The chief changes in marriage patterns seem two: (a) more accep- 
tance of divorce as a proper way of solving problems of marital unhap- 
piness (in some circles, divorce may be a prestige-conferring behavior); 
and (b) acceptance of the “affair” as often a desirable means of saving a 
boring marriage ® —or, in more extreme instances, “wife swapping.” 


We could continue with many more such trends, but space does 
not permit. A few may be reversible but the authors are skeptical of 
that—with the possible exception of the present tendency toward “going 
steady.” Too many deep-seated cultural factors related to industrializa- 
tion, urbanization, secularization, new knowledge about birth control 
and treatment of venereal disease, higher educational standards, and the 
like, are operating to prevent much reversal—the moralists to the con- 
trary. The following sections will consider some of the contradictions 
and confusions in American sexual beliefs and attitudes. 

The following sections will consider some of the contradictions and 
confusions in American sexual beliefs and attitudes. 


1. Purity Versus Experience 


It is believed that sexual experiences before marriage are always sinful; 
but it is also believed that sexual experience is good preparation for 
marriage. 

We have related origins of the first belief. Some specific and sup- 
porting beliefs include the following: Men prefer to marry virgins. Men 
lose respect for any girl who submits to them. Persons who have pre- 
marital intercourse are likely to develop a taste for it which will lead to 
adultery in marriage. Any sort of love making which arouses sexual pas- 
sion should be avoided. It is the girl’s responsibility to see that things 
don’t go too far on a date. Continence is neither physically nor psycho- 


° One of the best treatments of this subject is Edgar Z. Friedenberg, The Vanish- 
ing Adolescent, Beacon, 1960. 

* See John F. Cuber and Peggy Harroff, The Significant Americans, Appleton- 
Century-Crofts, 1965. 
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logically harmful. Persons who enter marriage as virgins are more likely 
to have a happy and successful marriage. The best preparation for the 
sexual relationship of marriage is complete avoidance of it until the wed- 
ding night. One premarital sexual experience is decisive—a once un- 
chaste woman is a fallen woman (or as a minister expressed it to one of 
the authors, “You never saw a girl who was only half-way a sinner, did 
your”).7 

Even among relatively conservative adults there is one situation which 
allows some exception to the general stand expressed above. If a couple 
are desperately in love, and if they are engaged and soon to be married, 
sexual liberties are considered a little more tolerable. Although such lib- 
erties are not to be encouraged, they will be understood and condemned 
only mildly. Marriage will “cleanse the couple of sin.” 

The second of our dichotomous beliefs takes more than one form. In 
its older form, it referred to males only and was thus an expression of a 
double standard. Sometimes it was stated as “Men who sow their wild 
oats before marriage make the best husbands.” One ground for this 
belief was a common opinion that men are naturally unsatisfied with one 
woman, that all men want experiences with as many women as possible. 
It was believed by many women that it is better for a man to work the 
edge off his polygamous instincts through premarital affairs than to estab- 
lish adulterous connections later. Another possible ground for this notion 
may be a belief that an experienced male is a better lover, that he will be 
able to afford his wife more physical satisfaction in the bedroom than 
will an inexperienced man. 

The double standard in sexual belief and behavior is disappearing. 
Those who believe that premarital intercourse is desirable now com- 
monly feel that if it is good for a male it is also good for a female. Some 
reasons cited for premarital coitus include these. Sexual experiences 
bring lovers closer together and make them love each other more. Sexual 
relations before marriage prove sexual compatibility; if compatibility is 
absent, it is better to find out before marriage. Tension produced by 
long-enforced continence among lovers is damaging to their physical and 
mental health. In reducing tensions and bringing lovers closer together, 
sexual relations also reduce friction and quarreling.® 


* For traditional arguments against premarital experience see Gladys D. Shultz, 
Letters to Jane, Lippincott, 1947. For arguments offered by subjects of one scientific 
study, see Ernest W. Burgess and Paul Wallin, Engagement and Marriage, Lippincott, 
1953, pp. 380-384. For a compilation of arguments from other sources, see Alfred C. 
Kinsey, et al., Sexual Behavior in the Human Female, Saunders, 1953, p. 308. 

* These reasons follow closely those given by persons who have engaged in pre- 
marital coitus, as reported by Burgess and Wallin, op. cit., pp. 373-374. See also Kin- 
sey, OD. Cit., pp. 308-309. 
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There is a tendency for many persons to vacillate between liberal and 
conservative positions. Ellis, generalizing from his analysis of attitudes 
expressed in mass media of communication, says: 


. . . Twentieth-century attitudes toward fornication are certainly disapprov- 
ing enough if we are to believe some of the most authoritative and widely read, 
seen, and heard sources of the day; but at the same time these identical sources 
leave ample room for the inclusion of attitudes that are often frankly, insinuat- 
ingly, sophisticatedly or romantically pro-fornicative. 

To confuse the issue still further, a considerable portion of the published and 
broadcast literature of today seems to have accomplished the noteworthy feat 
of, in precisely one and the same breath, accepting and rejecting premarital sex 
relations.? 


This ambivalence is reflected in actual behavior. Almost everyone is 
verbally opposed to fornication and strongly in favor of chastity. Yet 
studies by Kinsey and others show that virginity at marriage is not as 
widespread as verbal endorsement would lead us to expect. Among pre- 
dominantly middle-class samples, about 85 percent of married males and 
50 percent of married females had premarital intercourse. These percen- 
tages would probably have been much higher had the samples studied 
contained a normal proportion of lower-class persons or contemporary 
college students.1° 

There is every reason to believe, however, that as a greater proportion 
of the population is subjected to “the college experience,” and as other 
trends (mentioned on pages 432 and 433) develop, not only will this am- 
bivalence lessen, but premarital relations will become so acceptable— 
perhaps even felt necessary—that finding a virgin at marriage will be 
equivalent to finding a living Dodo. 


1.1 Considering the nature of American society, what are some advantages 
of remaining chaste until marriage? Is a person more comfortable if he 
confines his behavior to what is socially approved? Or does one have more 
fun, and is there more zest to living, when conventions are flouted? 

1.2 Are there any satisfactory substitutes for premarital sexual intercourse? 
Are any of the following acceptable substitutes? Masturbation, necking, 
petting? What do we know about the effects of each? Would complete 
continence be better than any of these substitutes? 

1.4 How do you explain the fact that in the area of sex what we do does 
not always conform with what we say? Is inconsistency between behavior 
and belief a sign that sex codes are changing? Is such inconsistency typical 
of any period of transition? 


® Albert Ellis, The Folklore of Sex, Liveright, 1951, p. 32. 
*” For conflicting data on the consequences of premarital sexual relations, see 
Burgess and Wallin, op. cit., PP- 324, 366, and Kinsey, op. cit., pp. 316-319, 386-387. 
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2. Chastity and Peer-Group Status 


It is believed that premarital sexual relations are immoral; but it is also 
believed by many youth that demonstrations of seductive ability and ca- 
pacity as a lover are among the best means for gaining status and popu- 
larity among peers. 

Havighurst and Taba have reported that the sexual ideology of typical 
high-school students is conventionally middle class.11 Gorer has com- 
mented on a tendency of American girls to lead a man on only to refuse 
intercourse.” In the late 1960s, although a belief in the wrongness of 
premarital relations appears to be held by a minority of youth, high- 
school students have a background of parental beliefs shaped at a time 
when, Margaret Mead maintained, most middle-class girls of high-school 
age, and possibly a majority of boys, valued chastity and managed to 
maintain it. 

Despite these conservative pressures and some conformity to them, 
American middle-class youth, both male and female, have strong motives 
to prove maturity by demonstrating sexual prowess. It is thought to be 
manly to try to seduce the girl one is “going with’—although attempted 
seduction is often a game, indulged in for the sake of appearances and 
not seriously intended to lead to sexual intercourse. It is considered 
womanly to behave seductively, to seem sexually experienced and sophis- 
ticated. A high-school girl is thought most mature who emphasizes her 
sexual charateristics in her dress, speech, and manner—although obvi- 
ously this can be overdone to the point where she is regarded as a real 
hussy instead of merely a girl trying to look and act like a hussy. An im- 
mediate aim of adult-appearing behavior is not adult status but peer-group 
status. 

That this pattern places youth in a difficult situation scarcely needs 
stressing. The sexual drive of males soars at adolescence and reaches its 
peak during high-school years. The sexual drive of females seems to de- 
velop more slowly, if we are to accept Kinsey’s evidence; perhaps in 
part because of inhibitions imposed by middle-class notions of what is 
proper behavior for a girl. Freedom which is accorded modern youth 
tends to undermine these inhibitions. It is certain that practically all high- 
school boys and a substantial proportion of high-school girls are eroti- 
cally aroused, as a result of their dating practices, and feel strong impulses 

4 Robert J. Havighurst and Hilda Taba, Adolescent Character and Personality, 
Wiley, 1949, p. 36. 

*” Geoffrey Gorer, The American People, Norton, 1948, pp. 116-117. 

* Margaret Mead, Male and Female, Morrow, 1949, p. 285. 
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toward fulfillment. All available evidence suggests that, despite possible 
adult disapproval, as well as that of the peer group (if a reputation for 
promiscuity develops), an apparent majority of middle-class youth do 
pet to the point of orgasm and increasingly feel few qualms about 
“going all the way” by having intercourse. 

Even with the emerging ultrapermissiveness in the area of sex, there 
remain many reasons why most youth are likely to experience conflict in 
this area. Peer-group expectations vary according to the particular sub- 
culture to which a youth belongs. Although teen-agers generally achieve 
prestige by seeming liberal, free, and appearing “sexy,” this may meet 
with parental disapproval. It is more likely to meet with such disapproval 
in rural, “bible-belt” areas and among the urban lower-middle class than 
it is among middle-middle, upper-middle, or upper-class urban or sub- 
urban dwellers. Thus, a high-school boy or girl may be torn between 
loyalty to parental teaching and to peer-group expectations. 

Furthermore, even our most “modern thinking” adults—especially 
among the middle class—enforce certain punishments for youth who 
prematurely become pregnant. These punishments are not as severe as 
they were a decade or so ago; and, if the parents have enough money, 
such problems can be taken care of quietly, with little more verbal chas- 
tisement than, ““Why couldn’t you have been more careful?” Punish- 
ment falls most severely on the lower-class girl who becomes pregnant 
out of wedlock. She and her child are likely to become public charges 
and to have the finger of shame pointed at them. There is nothing more 
effective than poverty to label a person a moral leper. 


2.1 What are some of the bases of popularity among high-school students? 
Is sophistication and acting grown up one of them? What does “acting 
grown up” mean in the sexual area? 

2.2 Why do high-school students pet? Is this a method for getting popularity? 
Does petting, since it is accompanied by unchaste thoughts, violate the 
chastity ideal? Is petting good or bad preparation for marriage? 

2.3 Why are people strongly motivated to behave as their associates do? Do 
most high-school students “go along with the crowd”? To what extent 
should high-school students conform to peer-group behavior if it violates 
parental teachings? 


3. The Nice Girl Versus the Good Sport 


It is believed that women should not be interested in sex as men are, that 
their minds and behavior should remain on a higher and cleaner plane; 
but it is also believed that women should have the same right as men to 
enjoy life, and that men dislike prudish women. | 

The double standard which decrees that what is proper for a male is 
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improper or sinful for a female may be found originally in ancient He- 
braic law, where it is ordered that women should be punished more 
harshly than men for certain immoralities. The following notions express 
or uphold a double standard between the sexes: There is, first of all, the 
concept of the “nice girl” or “good woman,” sired by man’s desire to 
idealize womanhood and to attribute to women traits which are more 
refined, more delicate, more gentle, and more spiritual than those of 
males. 

A nice girl (or good woman) does not have very much interest in sex 
except for procreative purposes. She never really desires sexual experi- 
ences, does not consider sex a proper source of pleasure. If a man makes 
an “indecent” suggestion, she blushes, and perhaps even forcefully slaps 
his face. If a nice girl falls in love and becomes engaged, she resists sug- 
gested intimacies, but if she and her fiancé engage in intimacy at all she 
is extremely reluctant and guilt ridden. Her surrender is not supposed to 
represent any desire for sex, but only a service or gift to the man be- 
cause she “loves him very much” or “feels sorry for him.” However, a 
nice girl who weakens under these circumstances will probably lose the 
respect of her fiancé, and he will probably break the engagement. 

A nice girl is always refined in her behavior. If she does discuss sex, it 
is discreetly with members of her own sex. In such conversation she per- 
sistently avoids words of one syllable, preferring instead to use approved 
medical terms. But a really nice girl—unless forced to—will not discuss 
sex at all. She never tells “dirty” jokes, and if one is told in her presence, 
she shows embarrassment or, if she is extremely nice and the joke very 
dirty, indicates that she has been insulted. When a nice girl gets married, 
it is thought proper that her husband initiate their sexual relations with 
as much tact as possible. She is to wait passively, submit passively, and 
make no show of pleasure—always remembering that a lustful woman is 
a depraved woman. So go the cultural beliefs about the nice girl. 

A double standard assumes that a female will be a virgin at marriage, 
but no such assumption is made for the male. It is much worse for a wife 
to commit adultery than for a husband to do so. A double standard ap- 
plies also to children. Small girls should be protected from sex to a 
greater degree than small boys. A small girl who innocently shows an in- 
terest in her genitals, or in any kind of sexual experience, is shamed or 
punished more severely than a small boy. 

Recent years have seen a growing assumption of equality in all re- 
spects between the sexes. The twentieth century has brought the emer- 
gence of a new philosophy which grants to women rights and privileges 
traditionally reserved for men. If a man is to “sow wild oats,” then an 
equal privilege should be accorded a woman. If woman is to remain chaste 
until marriage, then so is man. 
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With the rise of a single standard has developed a concept of the 
woman who is a “good sport.” A good sport is not shocked by earthy 
language in men; she uses it herself. She understands a dirty joke, laughs 
at it, and then tells a better one. She fits in at a poker party, knows how 
to act at a bar, and will accompany a male friend to a “topless” show. 
She reads risqué novels; she can talk about sex intelligently and without 
embarrassment. She may smoke and drink; she is not modest in attire, 
and she does not blush every time she leaves for the powder room. A 
good sport pets, but not necessarily indiscriminately. She often indulges 
in premarital sexual intercourse or heavy petting just for the sheer fun 
Onit 

In the Fresno State College study, one girl, forgetting that she was 
supposed to be “tattling” on other students, unabashedly began her paper 
by saying, “I am writing on sex because it is not only interesting but I 
personally enjoy it. It is good, clean fun. After all—P’m normal.” This 
girl is a good student, conscientious, honest, kindly—an example, one 
supposes, of the 1967 version of the “nice girl.” 

That this kind of change could occur as rapidly as it has without the 
generation of moral conflict is very unlikely. Many men are uncertain in 
their attitudes toward women. They cannot decide whether they want 
their women to be old fashioned or modern. Many of them indulge their 
desire for a “good sport” through associations with women who are not 
their wives—secretaries, girl friends, prostitutes. They may feed their 
desire for “naughty women” by reading salacious literature or patroniz- 
ing risqué shows. Women also are ambivalent. They want to be “good 
sports” for the fun of it, but they find it difficult to do so without devel- 
oping feelings of guilt. Moreover, they are not sure whether men really 
want them to assume this role. Apparently many women receive vicari- 
ous pleasure from reading sexy fiction and watching television soap 
opera, most of which includes at least one woman who is a “good 
sport.” 

A late-twentieth-century good sport would have been considered a 
fallen woman in the nineteenth century—and indeed still is by many 
persons. Yet she is usually not promiscuous; she may have a strong sense 
of responsibility in accepting consequences; she may be honest, gener- 
ous, and selfless. She is, in short, an emancipated woman who, in her 
values and conduct, is very similar to the men with whom she associ- 
ates. 

An increasing number of men not only accept a “good sport” but 
prefer her to the “nice girl,” as indicated above. Many boys of today may 
actually criticize their girl friends, including girls they regard as nice, 
for not being better sports. Many husbands are critical of wives for 
being too prudish and inhibited. The proportion of men who demand 
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that their wives be virgins at marriage is probably decreasing, al- 
though data on this matter are inadequate.1* Despite the fact that a double 
standard is still very much alive for many persons and still has legal sanc- 
tion, its erosion is obvious; for a large segment of our population it has 
practically ceased to exist. 


3.1 Are there any good reasons why women should not follow the same 
moral standards as men? Are women more likely than men to be harmed 
by smoking and drinking? Is a woman more likely than a man to want 
to “go too far” in petting? Is a woman more likely than a man to abuse 
the practice of premarital intercourse? 

3.2 What are the origins of the double standard? Was the double standard 
developed by a patriarchal, by a matriarchal, or by an equalitarian society? 
Do you think we would have a double standard if women had been in 
a position to make the rules? Why do men wish to deny to women priv- 
ileges which they regularly claim for themselves? 

3.3 Since World War I an increasing proportion of American women appear 
to conform to the “good sport” pattern. Do you think they are more 
likely than the “old-fashioned” girls to fail as wives? Is the rise of modern 
woman responsible for the increase in divorce rate which has occurred 
since World War I? Are American women going to the dogs? 


4. Modesty and Sex Appeal 


It is believed that lack of modesty is shameful and immoral; but it is 
also believed that an attractive woman would be a fool if she did not 
reveal some of her charms, and that clothes should be designed for com- 
fort and healthful living rather than for concealment. 

The first belief is as old as Genesis, in which it is told how Adam and 
Eve were made ashamed of their nakedness. A belief in modesty is log- 
ically related to a belief that things of the flesh are “unclean” and “inde- 
cent.” In the United States, a belief that the human body is shameful, 
and that sexual organs are the most shameful part of all, dates from 
colonial Puritanism. It continues to be widely believed by the elderly that 
the body, except for the extremities, should remain clothed at all times. 
A person who exposes himself is considered either unbalanced mentally 
or depraved morally. West reports that in Plainville many married adults 
have never seen the nude body of their spouses.1® The law regularly 
punishes night-club artists who strip to the raw. Completely nude bath- 


“ Kinsey, op. cit., p. 323, referring to his studies of American males, says that over 
50 percent do not insist that their wives be virgins at marriage. From what is known 
of attitudes fifty years ago, this represents a marked shift. 

* James West, Plainville, U.S.A., Columbia University Press, 1945, p. 177. 
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ing is prohibited on public beaches, and many states outlaw sun-bathing 
societies. Anyone who appears unclothed in public is arrested, and in 
many places European-style bikini bathing suits are illegal. Hollywood, 
television, and the stage have strict—but increasingly less strict— rules 
concerning the extent of undress permitted. 

There are certain qualifications to the taboo on exposure of the human 
body. Nakedness is permitted in small infants, although many believe 
that it is best to keep a nude infant belly-down. Nude modeling is per- 
mitted under properly controlled conditions. It is considered proper for 
a trained nurse or physician to see nude bodies of patients of the oppo- 
site sex. A few states permit sun-bathing societies to operate legally. 

Americans are amusingly, and at times tragically, inconsistent in their 
attitudes toward modesty and nudity. They consider the human body in 
full view somewhat indecent but at the same time they strive to see as 
much of it as possible. Seminudity has become a fetish. Nudity carried as 
far as the law allows is practiced on beaches, in night clubs, on the stage, 
in popular magazine art, and even in fashions and styles. Although it is 
considered decent to conceal tabooed parts of the body with clothing, or 
some type of adornment, it is also proper, and even socially necessary, to 
wear clothing and adornment which calls attention to and exaggerates 
the sexual characteristics of the body. 

In the past decade, major cultural and technological breakthroughs 
have occurred. Newspapers have advertised inflatable bras “that defy de- 
tection by sight or touch” (literal quote from a newspaper ad for Trés 
Secréte bras). Clothing has been designed which seems to defy all laws 
of gravity—it stays in place, as a bumble bee flies, by laws not under- 
stood by man. 

Scanty or semitransparent clothing is now “high fashion”; a matter 
which provides continuous copy for the public press and fantastic op- 
portunities for the imagination of journalists. One article, summing up 
the situation was entitled, “Bulls Vs. Bares: Sin and Skin Battle Still 
Rages.” 1° After following a years-old policy of airbrushing navels out 
of bikini-clad girls, the magazine, Seventeen, finally decided this was too 
unrealistic, giving a journalist a chance to entitle his article “Navel 
pireaty aie 

The “no-bra bra” has provided writers fun and advertisers conflict. 
This transparent mesh “undersupport”—designed for use with evening 
gowns with an equally transparent mesh top—must be advertised, but 
how? In an article (with pictures) one writer came up with “Vogue— 
and Vague” and described how Vogue magazine unhesitatingly used 


*° The Fresno Bee, December 2, 1965. The bares seem to be winning. 
“ Newsweek, October 18, 1965, p. 79. 
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realistic photographs in its ads but the staid New York Times used a 
vague, rather surrealistic picture which left much to the imagination.1® 
Once upon a time, girdles were designed not merely to “shape up” but 
to conceal certain portions of the anatomy. A recent Macy’s ad depicts a 
girdle named “Fancy That,” which accentuates the cleavage between the 
buttocks. Their ad includes the words, “Something’s been added behind 
your back, . . .” A New York advertising man could not resist impishly 
urging the admen to include “add more wow to your wiggle ... with 
fanny falsies.” 1° 

Taboos with respect to modesty obviously create confusion, incon- 
sistent behavior, and moral conflict. Enjoyment of seminudity—as prac- 
ticed in night clubs, theaters, and the public press—may be accompanied 
by guilt feelings. Among couples engaging in petting or sexual relations 
exposure of the body may be painful and a source of later remorse. 
Within families, attempts to enforce severely the traditional taboos re- 
garding modesty may lead children to regard their own bodies as inde- 
cent and make it difficult for them, as adults, to adjust to normal sexual 
relationships. Conflicts may also result from differences between lower- 
middle and upper-class attitudes toward nudity. Probably lower-class 
persons are most prudish about nudity, middle-class persons somewhat 
less so, and upper-class persons least of all. 

Whereas taboos on exposure of the body may produce embarrass- 
ments of various kinds, as well as feelings of guilt, the American cult of 
exposing as much of the body as possible and insisting that exposed por- 
tions be “alluring” also creates conflicts. A small, flat-chested male may 
have trouble getting a girl, though not as much as a thin, flat-chested girl 
will have in getting a boy. A “glamour-girl” pattern is firmly established 
in the culture, and woe betide a girl who cannot in at least small ways 
measure up. 


4.1 How do you explain the American craze for partial nudity, coupled with 
firm insistence that nudity not be complete? Is there any difference in 
morality in the night-club entertainer who strips completely to the waist 
and an entertainer who wears tiny bits of cloth over each breast? Would 
the law punish one and not the other? Is the law rational? 

4.2 How do you explain the fact that, among the vast majority who do not 
object to the publication of pictures of the most revealing paintings and 
statues, there are some persons who have serious reservations about pub- 
lishing pictures of living nudes? Do you consider it rational that we con- 
sider it much more acceptable to publish photographs of living nudes if 
they are dark-skinned, “primitive” people than if they are of a modern 
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culture? The only portion of the human anatomy which cannot be por- 
trayed in photographic reproduction is the front pelvic area of adults. 
Why is the front of the pelvis more “indecent” than the rear? Why is 
pubic hair considered “indecent” when at the same time we consider lack 
of hair on the head embarrassing? 

4.3 What is “sex appeal” and how important is it? To whom and for what 
is it important? Is it a means of gaining social status? To what extent is 
“sex appeal,” its manufacture and sale, a profitable American industry? 
How much does an average American girl or woman spend on items de- 
signed to enhance “sex appeal”? How much profit is made by American 
merchants and manufacturers on sale of such items? Is the “glamour-girl” 
idea publicized in American advertising for mercenary purposes? 


5. Career Versus Housewifery 


It is widely believed that women owe it to themselves and society to 
enter a career and pursue it as a main interest in life; but it is also widely 
believed that a “woman’s place is in the home.” 

Although this issue is old, it has gained new life since World War IL. 
One recent precipitating force was publication of the best-selling The 
Feminine Mystique by Betty Friedan. It is unlikely that this book would 
have created the furor that it did if there had not been a large backlog 
of frustration among women. It was reviewed and discussed with great 
heat at women’s book clubs the nation over. Friedan’s contention, basi- 
cally, is that women have the same competence, if developed, to perform 
successfully in the professions and other occupations as do men; that 
they represent a vast reservoir of presently wasted talent; that women 
cannot find self-fulfillment in the home—only in creative effort in the 
world of work. A plethora of magazine articles and other books on the 
same subject appeared, including considerable written material designed 
to help the “kitchen slave” live with her situation and find real delight in 
home life—as in creative dish washing, creative diaper washing, crea- 
tive husband pampering, and creative mopping. 

More than one-third of the nation’s women work outside the home 
for pay, either part- or full-time. This proportion increases each year. 
Most are not in what might properly be called a “profession,” but a 
rather large proportion are in some well-defined occupation in which 
they will stay during their working life—such as secretary, saleslady, or 
beauty-shop operator. Each year a larger proportion of female high- 
school graduates go on to college, but many of these frankly are seeking 
a husband—not an education or a career. Many of those primarily seek- 
ing a husband, however, are also seeking an education and a permanent 
career—or, if not the latter, a saleable skill to which they could turn if 
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their husbands died, became incapacitated, or a divorce occurred. As in the 
case of males, it appears to be only a matter of time until all girls who 
have the necessary intellectual capability will want to attend college. 

The frustrations of men and the traditions of Western civilization to 
the contrary, it appears that there will be an increasing proportion of 
women working for financial gain outside the home. And women in gen- 
eral may be destined to suffer major frustrations and emotional conflict, 

One major source of conflict is likely to stem from an obvious biolog- 
ical difference—women have babies. Even most career women say that 
for their “self-fulfillment” they want to have two or three babies. To 
have children without social stigma requires marriage, so the career 
woman must marry. This means that in addition to the responsibility of 
children, she will have the responsibility of a husband—which is much 
worse. Although a husband is a major chore—often almost unbearable to 
the career woman—he may offer a source of regular and socially accept- 
able sexual satisfaction. 

Another situation that may lead to serious conflict for both the man 
and the woman arises when the career male’s career wife knows of his 
“affairs,” in which case she is forced into certain choices which, among 
others, include: ignoring the whole business and pursuing her career, and 
perhaps herself seeking a lover or lovers—in which case her husband may 
become jealous and cause trouble; working out an arrangement by 
which she and her husband will go independent ways but remain mar- 
ried as a matter of convenience—‘“for the sake of the children,” or seek 
a divorce. 

Of course, the career woman always has the choice of remaining 
single—and childless—as many do. In this case, if she needs male com- 
panionship, she is free to form as many liaisons as she chooses—an ar- 
rangement which seems increasingly acceptable in our culture. This 
choice may lead to conflict because she is denied the opportunity to have 
babies unless she is a woman of rare courage or extreme carelessness, al- 
though cultural trends suggest that even this “out” may in due time 
cease to carry stigma. Many persons feel that a more civilized society 
would offer a woman complete freedom to choose whether or not to 
rear children in an unmarried state. (If this comes to pass, child psychol- 
ogists will suffer great mental anguish became of their belief that with- 
out a strong and permanent father image with which a child can iden- 
tify, the child will be emotionally deformed.) 

In any case, on the basis of data we now have, it seems clear that it is 
not easy to be a career woman, or a housewife, or to combine the roles. 
Housewifery today becomes increasingly demanding and frustrating. A 
housewife is supposed to combine more roles than is possible for any in- 
dividual human being. She is supposed to be a housekeeper (cook, 
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laundress, cleaning maid, etc.); a childbearer and mother, with major re- 
sponsibility for children until they are through college and out of the 
home; a community servant (“Will you please canvass your block for 
funds for the Heart Association this year?”); a hostess to visiting 
friends; an intellectual companion to her husband; and his delectable 
bedmate. Her roles continue to increase: we are now coming to add gar- 
dener, fixer of broken appliances, interior decorator (painting walls from 
a stepladder), and many more. Probably one of the most puzzling ques- 
tions of the 1960s is why women, on the average, live longer than men. 


5.1 Try to think of some better compromises to the dilemma described in 
this section than were mentioned. It is clear that we will have more career 
women and the problem has to be managed somehow. How? 

5.2, What is your opinion of women, without social stigma of any sort, being 
permitted to bear and rear children whether or not they are married? 
Should this be considered a “basic human right”? 

5.3 Is the idea of encouraging women to enter permanent occupations out- 
side the home good? Even though it appears that most will, should we 
try to slacken this trend as much as possible? Is a woman’s place within 
the home? What are the moral issues involved? 


DISCUSSION QUESTIONS AND EXERCISES 


1. Certain aspects of sex education in the public schools are offered on a seg- 
regated basis—girls in one class, boys in another. Do you believe conflicts 
such as are described in this chapter can or cannot be discussed in mixed 
groups? Why or why not? 

2. The conflicts described in this chapter are not the only ones relating to sex, 
courtship, and family which young persons are likely to have. Nor are they 
necessarily the most important ones. What are some other problems which 
might be an appropriate part of education in this general area? 

3. How will a person’s religious and social-class background influence the 
kind and degree of his sexual conflicts? Can a teacher who is deeply re- 
ligious and steeped in middle-class values help youth understand their sex- 
ual conflicts? Can a teacher who has serious conflicts over sex help youth 
with sex problems? 

4. Not everyone who is exposed to the conflicts and contradictions of Amer- 
ica’s sexual ideology incorporates these inconsistencies into his personality. 
Why? 

5. Procure as many teaching materials as you can relevant to the general topic 
of sex, courtship, and the family. (Movies and filmstrips, pamphlets, and 
books are available.) Evaluate these materials in terms of their usefulness 
for reflective learning. 

6. Some countries have made notable attempts at providing government pro- 
grams to help women combine careership and housewifery at the same 
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time. These include the U.S.S.R. and Sweden. Study the steps taken in one 
of the countries—preferably Sweden because its problems are more like 
our own. 
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Rousseau, Jean Jacques, 402 
Rowland, Benjamin, 147 
Rusk, Dean, 362 


Sanders, Norris M., 181 
Sanford, R.N., 255, 413 n. 
Schermerhorn, R.A., 419 
Schumpeter, Joseph, 343 n. 
Schutte, T.H., 180 

Sevareid, Eric, 358 

Shannon, David A., 315, 316 
Shultz, Gladys D., 435 n. 
Simon, Sidney B., 31 

Sims, Verner Martin, 249, 250 n. 
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Slavson, S.R., 189 

Smith, Adam, 91, 95, 331 

Smith, B. Othanel, 99, 122, 291 

Smith, Eugene, 251 n., 252, 259, 261, 264, 
265, 266, 269 

Smith, Philip G., 31, 68, 71, 88, 89, 94, 
116, 129, 139, I4I 

Spencer, Herbert, 276, 377 n. 

Stace, W.T., 393 

Stalin, Joseph V., 316 

Stanley, W. O., 34n., 162 

Stark, Rodney, 127 n. 

Stendler, Celia Burns, 376 n. 

Stern, Philip M., 335 

Sternberg, Fritz, 337, 353 

Sterner, Richard, 26, 407 

Stoddard, Lothrop, 410 n. 

Sumner, William Graham, 276 

Sussman, Gerald, 432 

Sutherland, Edward, 324 

Sweet, William Warren, 393 


Taba, Hilda, 126, 127, 437 
Taft, William Howard, 339 
Tannenbaum, Frank, 410n. 
Tawney, R.H., 392 n. 
Teller, Edward, 314 
Thomas, Norman, 309 
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Thorndike, Edward, 276 

Thorp, Willard, 396 

Thurstone, L. L., 253, 254, 255, 256 

Tito, Marshal, 316 

Truman, Harry, 359 

Tyler Ralph.) 251 1, 125255 250.6 20190204, 
265, 266, 269 


Ustinov, Peter, 179 


Vigotsky, L.S., 92 
Vogt, William, 344 n. 
Voltaire, 402 


Wallin, Paul, 435 n., 436 n. 

Walworth, Arthur, 277 n. 

Ward, Barbara, 147 

Warner, W. Lloyd, 367, 368, 369, 370, 
372, 375 D., 377 0. 

Warren, Sidney, 312, 313 

Weiner, Harrison, 417 n. 

Wertheimer, Max, 58, 193 

West, James, 441 

White, R. K., 202 

Wilson, Woodrow, 159, 310, 351, 359 

Wing, Richard L., 65 

Wright, Christopher, 313 

Wrightstone, Wayne J., 280 
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Act of thought, 68-69, 221-236 
See also Reflective study 

Activities, as reflective technique, 182- 
184 

Adequacy, rule of, in generalization, 117- 
118 

Age of Enlightenment, 350, 415 

Ambiguity, in communication, 215 

American Creed, 58, 375 

American Economics Association, 279 

American Medical Association, 315 

Analytic statements, as concepts, 84, 88, 
89 

testing of, 94-95 

Anti-Semitism, 316, 421-423 

Application of Principles Test, Form 
1.5, 266-269 

Application of Some Principles of Logi- 
cal Reasoning Test, Form 5.12, 
260-263 

Arbitrary associations, 53 

Arbitrary statements, 53 

Asceticism, 389 

Associationism, 36-39, 42, 57, 123 

Atomization, and springboards, 154-155 

Attitudes, measurement of, 250-257, of 
students, 294-303 

Audiovisual techniques, use in reflective 
learning, 178-179 

Authoritarian personality, 412-414 

Authorities, as source of data, 107-108 


Background misconceptions, 54 
Bahaism, 387 
Behavioral change, in classroom, 197-201 
and counseling, 188-190 
Behaviorism, 36 
Beliefs, conflicts in, 78-79 
in continuity of learning, 50-53, 57 
grounded, 66-77 passim 
in reflective procedure, 168 
religious, 394-396 
student, 294-303 
and conflict with knowledge, 72-77 
in reflective procedure, 168-169 
study, in reflective procedure, 169-170 


SUBJECTS 


tested, 50-53, 57, 66-75 passim 
and values, 33-42 
See also Closed areas; Values 

Bible, 154, 389 ff., 430 
Bill of Rights, see Constitution 
Billy Budd, 179 
Birchism, 41 
Boxer Rebellion, 360, 362 
Buddhism, 387, 389 


Careers, 444-446 
Carnegie Corporation, 96 
Catholic Church, see Roman Catholic 
Church 
Central Intelligence Agency, 313 
Central Valley Project, California, 343 
Chastity, 437-438 
Christianity, 387-403 passim, 430, 431 
Civil War, 39 
Class, see Social class 
Classification, in concept attainment, 100 
Classrooms, in action, 1-18 
climate, 78-79, 186-205 
democratic, teachers’ role in, 201-205 
practice and learning theories, 35-40 
procedures for teaching concepts, 88- 
gI 
reflective, 69-72 
techniques, 197-201 
Clayton Anti-Trust Act, 310 
Climate, emotional, in discussion, 211-215 
Climate makers, teachers as, 193-205 
Closed areas, 24, 26-28, 28-33, 40-42, 46, 
54, 59, 195 
See also Belief; Curriculum, sub- 
jects 
Closed minds, cause of, 193-196 
Code of Hammurabi, 430 
Cognitive change, in classroom, 197-201 
Committee for Economic Development, 
279 
Commonweal, 424 
Communication, in discussion, 215-217 
Communism, 28, 120, 238, 277, 315-318, 
336, 342, 352-354, 358, 361, 362 


aay! 
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Concealment, in communication, 216- 
217 

Concepts, analysis, 88, 89, 133-135, 135- 
139 


as analytic statements, 88 
attainment levels, 99-102 
broad and narrow meaning, 101-102 
classroom procedure for teaching, 88- 
gI 
conjunctive and disjunctive, 86-87 
definition of, 84-85 
descriptive, 130-133 
distinguished from other statements, 
84-85 
and historical description, 158-159 
and historical explanation, 159-161 
in inductive versus reflective teaching, 
96-99 
as inventions, 85-86 
kinds of, 86-88 
learning of, 99-102 
and normative judgments, 161-163 
reflective treatment of, 83-102 
relational, 87-88 
and stereotypes, 95-96 
synthesis, 88, 89, 133-135 
valuative, 130-133 
Conclusions, in act of thought, 69 
in discussion, 234-236 
in reflective procedure, 174-175 
Conflicts, career, 444-446 
in classroom, 197-198 
and consistency, 57-60 
cultural, 24-26, 28-31, 40-42, 59, 60, 
287 
interpersonal, 73, 74 
intrapersonal, 57-58, 59, 74 
resolution in democratic societies, 33- 
42, 58-60, 186-190 
social, kinds of, 24-26 
Congress, 284, 313, 314, 316, 317, 320, 
321 
Connectionism, 36 
Consistency, and conflict, 57-60 
in generalization, 116-117 
Conspicuous consumption, as cultural 
conflict, 29-30 
Constitution, 59-60, 146, 251, 313, 314, 
319, 320 
Content, as data of reflection, 281-283 
irrelevant, in standard subjects, 290 
and method, inseparability of, 283 
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synthetic, 88, 89, 133-135 
See also Closed areas; Curriculum 
Continuous control, rule of, in gen- 
eralization, 116 
Core curriculum, 291-292 
Counseling, individual and group, and 
behavioral change, 188-190 
Courses, see Curriculum 
Court system, federal, 314 
Courts, 314, 322-327 
Courtship, 429-447 
Cultural conflict, 24-26, 28-31, 40-42, 59, 
60, 287 
Culture, democratic versus totalitarian, 
28, 33-35, 40-42 
Current events, and history, 156-157 
Curriculum, reflective, content of, 275- 
290, 294-304 
core, logic and plan of, 291-292 
core approach, in  subject-centered 
courses, 292 
organization, 290-292 
problems of, 292-294 
subjects, see Economics; Nationalism, 
patriotism, and foreign affairs; 
Power and the law; Race and 
minority-group relations; Religion 
and morality; Sex, courtship, and 
marriage; Social class 
See also Closed areas; Content 


Data, generalization, 106-111 
of reflection, 301-302 
Decision, group, in classroom, 198-201 
Declaration of Independence, 415 
Deductive thinking, 97-98, 99 
Definitions, in concept attainment, 100- 
101 
personal and official, go-91 
and values, 91-94 
Democracy, and religion, 401-403 
Democratic classroom, teachers’ role in, 
201-205 
Democratic group, nature of, 191-192 
Democratic group leadership movement, 
190-193 
Democratic leaders, classroom teachers 
as, 193-205 
Democratic leadership, role of, 192-193, 
201-205 
Democratic Party, 309, 310, 317 
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Democratic-reflective study, 33-42, 58—6o 
Democratic societies, conflict resolution 
In, 33-35 
Development, intellectual, and life ad- 
justment, 31-33 
Discovery method of teaching, 278 
Discrimination, see Anti-Semitism; Race 
and minority-group relations 
Discussion, problem-solving, 207-237 
in reflective promotion, 182 
types of, 207-210 
Doubt, in continuity of learning, 50-53, 


57 


Economic Opportunity, U.S. Office of, 
372 
Economics, 331-335 
free enterprise and socialism, 341-343 
government spending, 335-339 
monopoly and free competition, 339- 
341 
prosperity 
343-345 
taxes and government spending, 337- 


and population growth, 


Education, based on needs, 284-287 
in democratic versus totalitarian cul- 
ture, 33-35, 40-42 
liberal versus vocational, 381-383 
US. Office of, 372 
See also Content; Curriculum; 
Learning; Teaching 
Egyptian Book of the Dead, 429 
Fight Year Study, 251, 258-270 
Elementary and Secondary Education 
Act of 1965, 372 
Elmira, New York, 311 
Environmentalization, use of by moral- 
ists, 122-123 
Essay examinations, 248-250 
Evaluation, attitude measurement, 250- 
251 
Likert Scale, 255-256 
Remmers Scales, 254-256 
Scale of Beliefs, 251-253 
Thurstone Scales, 253-254, 255, 256 
value analysis, 133-139, 256-257 
essay examinations, 248-250 
matching items, 247-248 
multiple-choice items, 243-247 
thought measurement, 238-240 
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Application of Principles Test, 265- 
269 

Interpretation of Data Tests, 258- 
260 


Logical Reasoning Tests, 260-263 
Nature of Proof Tests, 263-266 
teacher-made tests, 269-270 
true-false examinations, 240-243 
Evidence, 105-106 
facts as, 53-55 
and generalizations, 105-111 
Examinations, see Evaluation 
Examples, use of by moralists, 121-122, 
123 
Experience, as data source, 106-107 
as insight test, 49 
learning role, 149-151 
sexual, 434-441 
Experimentation, as data source, 107 
as insight test, 49 


Fact-value continuum, 131-132 
Facts, and concepts, 84 
as evidence, 53-55 
and generalizations, 104-106 
and hypotheses, 105-106, 108-111 
learning role, 53-57 
and values, relationship, 129-130 
Fascism, 238, 277, 352 
Federal Bureau of Investigation, 313 
Federal Reserve Board, 313 
Federal Trade Commission Act, 310 
Feminine Mystique, The (Friedan), 444 
Field theory, 45, 56 
Fifth Amendment, see Constitution 
First Amendment, see Constitution 
Foreign affairs, 349-364 
Foreign commitments, 356-358 
Free competition, 339-341 
Free enterprise, 341-343 
Freedom of choice, as cultural conflict, 
30 
French Revolution, 350 
Fresno State College Study, 296-301, 322, 


394, 400, 433, 440 
Fringe groups, 315 


Gallup Poll, 319 
Generalization, in concept attainment, 
IOI 
and concepts, distinguished, 84, 87-88 
and evidence, 105-111 
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Generalization (Continued) 
historical, 147-148 
in inductive versus reflective teaching, 


96-99 

in insight development, 48-50, 51-52, 
53, 54 

methodological principles of, 111-118 

overgeneralization, guarding against, 
155-156 


past- and present-tense, 148-150 
reflective treatment of, 104-118 
theoretical, 149-150 

Gnosticism, 389 

God, 387-403 passim 

Good sport, concept of, 438-441 

Government spending, 335-339 

Group, decision, in classroom, 198-201 
leading of, in act of thought, 221-237 

Group-leadership movement, see Demo- 

cratic group leadership movement 


Habit, role of, 52 
Harmony, rule of, in generalization, 116- 
117 
Harvard University, 279, 280, 281 
Hearing, in communication, 215 
History, as social science, 144-151 
content, historical, 157-163 
and current events, 156-157 
data, historical, role of, 149-151 
description, historical, and concepts, 
158-159 
explanation, historical, and concepts, 
159-161 
How We Think (Dewey), 55, 65-66, 69, 
279 
Hypotheses, in act of thought, 68-69 
in continuity of learning, 50-53, 57 
in discussion, 229-231, 231-234 
and fact, 105-106, 108-111 
and generalization, 105-106, 111-118 
in insight development, 46-49, 59 
in reflective procedure, 172-173, 173- 
174, 176, 177 
testing of, 68-69, 108-111, 173-174, 176, 
177, 231-234 


Ideas, in continuity of learning, 50-53, 57 
power of, 317-318 

Industrial Revolution, 24 

Insight, 36-37, 45-53 
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in continuity of learning, 50-53, 57 
testing of, 48-50, 50-53, 105, 111-118 
Institutes of the Christian Religion (Cal- 


vin), 391 
Intelligence, and wisdom, distinguished, 
50 


IQ, 104-105, 117, 372 

Interest groups, 315-316 

Interpersonal conflict, 25, 33-34 

Interpretation of Data 2.51 and 2.52, 258- 
260 

Interstate Commerce Commission, 309- 
310 

Intrapersonal conflict, 25, 26, 33-34 


Jews, see Anti-Semitism; Judaism; Race 
and minority-group relations 

Job Corps, 373 

Joint Council on Economic Education, 
279 

Judaism, 387-393 passim, 430, 431 

Judgments, of fact and value, in positiv- 
ism, 127-130 

normative, and concepts, 161-163 
Junior Town Meeting League, 117 
Justification, problem of, 133-135 


Kama Sutra, 433 
Knowledge, analytic, 88, 89, 133-135 
and student belief, conflict, 72-77 
synthetic, 88, 89, 133-135 
Ku Klux Klan, 315, 423 
Lady Chatterley’s Lover (Lawrence), 
401 
Law, 307-327 
Leadership, in act of thought, 221-237 
democratic, role of, 192-193 
democratic, teachers in, 193-205 
in discussion, 210-221 
League of Nations, 359 
Learning, continuity of, 50-53, 57, 59 
and experience, 149-151 
and facts, 53-57 
process, reading and, 55-57 
theories, 35-40 
See also Insight; Problem-solving 
Les Liaisons Dangereuses, 433 
Liberal education, versus vocational, 381- 
383 
Life adjustment and intellectual develop- 
ment, 31-33 


INDEX OF SUBJECTS 


Life problems, and subject-matter bound- 
arles, 290-291 

Likert Scale, 255-256 

Logical positivism, see Positivism 

Louis Harris and Associates, Inc., 127 

Lower class, see Social class 

Lusitania, 357 


Maine, U:S.S;; 357; 360 
Manichaeism, 389, 390 
Marriage, 429-447 
Matching item examinations, 247-248 
Meanings, extensional and _ intensional, 
89-90 

personal and official, go-91 
Memorization, role of, 53-55 
Mennonites, 394 
Mental health, 28-33, 38, 59 
Middle class, see Social class 
Middletown study, 169 n., 377 n. 
Minority-group relations, 407-425 
Modesty, 441-444 


Monopoly, 339-341 
Monroe Doctrine, 359 


Moral problems of youth, 125-127 
Moralism, in schools, 121-127 
Morality, 387-404 

See also Values 
Muckraking, 351 
Multiple-choice examinations, 243-247 


National honor, 356-358 
National Science Foundation, 313 
National Space Agency, 313 
National Training Laboratory in Group 
Development, 192 
Nationalism, patriotism, and foreign af- 
fairs, 349-354 
national honor and foreign commit- 
ments, 356-358 
patriotism as obedience and as criti- 
cal inquiry, 361-363 
self-determination of nations and pup- 
pet governments, 358-361 
war and peace, 354-356 
Nature of Proof, 5.21 and 5.22, 263-266 
Needs, education based on, 283-287 
Negro, status and capacity, 418-421 
See also Race and minority-group 
relations 
New Deal, 159, 352 
New Haven Study of 1961, 311 
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New Testament, see Bible 
New York Times, 443 

Nice girl, concept of, 438-441 
Normalcy, 158-159 


Observation, as source of data, 107 
Ohio State University, 277 

Old Testament, see Bible 

Open Door policy in China, 360 
Operation Fair Chance, 373 
Operation Head Start, 372 


Patriotism, 349-364 
Peace, 354-356 
Peer-group status, 437-438 
Peoples’ Party, 308 
Perception, failure of, 193-196 
and insight, 45-50 
Personal conflict, 24-26 
Pleasure, and religion, 398-401 
Political parties, 317 
Population growth, 343-345 
Populist movement, 308, 351 
Positivism, 127-130 
Power and the law, 307-310 
citizen versus power centers, 310-318 
Congress, national, 316 
courts, role of, 314, 322-327 
law, role of, 318-322 
political parties, 317 
power elite, 313-314 
power of ideas, 317-318 
Presidency, office of, 312-313 
special-interest groups, 315-316 
Supreme Court and federal court sys- 
tem, 314 
Practice, religious, and belief, 394-396 
Precepts, use of by moralists, 121, 123 
Prejudice, 24-26, 27, 28, 66-67, 411 
See also Anti-Semitism; Race and 
minority-group relations 
Presidency, office of, 312-314 
Pressure groups, 315, 316 
Problem-centered teaching, 71, 77-81 
Problem solving, 105 
discussion, 207-237 
pseudo, 77-81 
Problematic areas of culture, definition 
of, 293 
relevance to social-studies education, 
24-28 
selection of, 293-294 
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Problematic areas of culture (Continued) 
See also Closed areas; Curriculum, 
subjects 
Problems, in act of thought, 68 
and belief conflict, 55-57, 58, 59 
defined, 78-79 
in discussion, 217-221, 224-229 
learnings, 56-57 
in reflective procedure, 170-172, 177 
Procedural rules, in discussion, 210-211 
Progressive education movement, 276-277 
Progressivism, 351 
Projects, as technique in reflection, 182- 
184 
Proportional selection, in sampling, 113 
Prosperity, 343-345 
Protestantism, 349, 390 ff. 
Psychology, educational, 36-42 
Psychology, field, 36-42, 56 
Psychotherapy, 186-190 
directive versus nondirective, 187-188 
and reflective study, 186-205 passim 
Puppet governments, 358-361 
Puritanism, 431, 441 
Purity, sexual, 434-441 


Questioning, as technique for promotion 
of reflection, 180-182 


Race and minority-group relations, 407- 
4II 
anti-Semitism, 421-423 
authoritarian personality, 412-414 
Catholic conservatism and _ liberalism, 
423-424 
Negro status and capacity, 418-421 
prejudice, motives of, 411 
racial differences and human similarity, 
414-418 
Radical right, 315 
Ramparts, 424 
Random selection, in sampling, 112-113 
Reader’s Digest, 80 
Reading, and learning process, 55-57 
Recognition, in concept attainment, 100 
Reflective study, belief and value testing, 
33-42 
classroom, 69-72 
conflict resolution, 33-42, 58—6o 
criteria, 76-77 
curriculum, 24-42, 275-447 
data of, 301-302 
defined, 65-69 
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and democracy, 33-42, 58-60 

and inductive teaching, 96-99 

procedure, elements of, 168-175 

rules of, 111-118 

and scientific method, 67-69, 77 

teaching, 144-164 

techniques, 68-69, 175-184, 221-236 
Reformation, 349, 390 
Reinforcement theory of learning, 36 
Religion and morality, 387-394 

belief and practice, 394-396 

democracy and, 401-403 

pleasure and, 398-401 

science and, 129-130, 132-133, 396-398 

See also Beliefs; Values 
Remmers Attitude Scales, 254-255, 256 
Repetition, rule of, in generalization, 113- 
115 

Representativeness, in sampling, 112 
Republican Party, 309, 310, 317 
Ritualizing, use of by moralists, 122, 123 
Roman Catholic Church, 315, 349, 390 ff., 


422, 423, 424 


Sampling, Problems of, 111-113 
Scale of Beliefs, 4.21 and 4.31, 251-253 
Scales, see Evaluation 
Science, and religion, 129-130, 132-133, 
396-398 
Scientific method, and reflective thought, 
67-69, 77 
Scientific thinking, see Reflective study 
Self-determination of nations, 358-361 
Senate Foreign Relations Committee, 362 
Seventeen, 442 
Sex, courtship, and marriage, 429-434 
careers, conflicts with, 444-446 
chastity and peer-group status, 437- 
438 
sex appeal and modesty, 441-444 
sexual experience versus purity, 434- 
44t 
Sex appeal, 441-444 
Sherman Anti-Trust Act, 310 


Simplicity, rule of, in generalization, 
115-116 
Smoot-Hawley Tariff, 354 
Social class, 367-374 
education, liberal versus 
381-383 
rank in classless society, 374-376 
success, 376-381 


vocational, 
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Social conflict, kinds of, 24-26 
Social issues, 28-33 
See also Closed areas; Curriculum 
Social reconstructionism, 277 
Socialism, 341-343 
Socialist Party, 309, 319 
Southern Baptists, 394 
Special interest groups, 315-316 
Springboards, use of, 151-157 
Sputnik, 278 
Stereotypes, and concepts, 95-96 
Stories, use of by moralists, 122, 123 
Student belief, acknowledgment of in 
reflective procedure, 168-169 
and attitudes and values, 294-304 
and conflict with knowledge, 72-77 
Subject-centered courses, core approach 
in, 292 
Subject matter, boundaries, 
problems, 290-291 
selection of, 288-290 
See also Curriculum, subjects 
Subjects, in discussion, 220, 221 
standard, and irrelevant content, 290 
Success, and competition, as cultural 
conflict, 29, 376-381 
Superintendent of Documents, 372 
Supreme Court, 90, 310, 314, 320, 387 
Synthetic content, 84, 88, 89, 97, 101 
Synthetic general, 104 
Synthetic singular, 104 


and life 


Taboos, community, 24, 26 
Talmud, 430 
Tattle-tale papers, 296-297 
Taxes, 337-339 
Teacher, role in democratic classroom, 
193-205 
Teaching, deductive, 97-98, 99 
expository, 99 
inductive versus reflective, 96-99 
pseudo-reflective, 75-77 
Techniques, classroom, 197-201 
investigatory, 176-177 
transmitting, 177-180 
See also Act of thought; Reflective 
study 
TV, 184, 198, 200 
Tennessee Valley Authority, 343 
Testing, in continuity of learning, 50-53, 


ih 
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Tests, teacher-made, 269-270 
Theorization, in concept attainment, r1o1 
Therapy, see Psychotherapy 
Thinking, measurement of, 257-270 
Thurstone Scales, 253-254, 255, 256 
Topics, in discussion, 222-224 
Transfer, theory of, 51-53 
True-false examinations, 240-243 


Understanding, measurement of, 239-250 
United Nations, 352 
U.S. Office of Economic Opportunity, 


372 
US. Office of Education, 372 
Upper class, see Social class 


Value-fact continuum, 131-132 
Values, analysis, 133-139, 256-257 
and belief, 33-42 
and concepts, distinguished, 84 
conflict, nature of, 123-126 
and definitions, 91-94 / 
and facts, relationship, 129-130 
instrumental use of, 139 
intensional definition of, 139 
intrinsic worth of, 139 
and reflective thought, 120-142 
of students, 294-303 
valuing, meanings of, 139-142 
See also Beliefs 
Vatican Councils, 393-394, 422 
Vietnam War, 361-363 
Vocational education, 381-383 
Vocational Education Act of 1963, 372 
Vogue, 442 


War, 354-356 

Wisdom, and intelligence, distinguished, 
50 

Wolfendon Report, 326 n. 

World of insight and effect, 51, 60 

World War I, 160, 246, 351, 352, 354, 
355, 357s 359, 431 

World War II, 122, 189, 331, 337, 351, 
352, 354, 355, 369, 377, 394, 423, 
431, 444 


Youth, moral problems of, 126-127 
See also Religion and morality 


Zoroastrianism, 389 
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